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ABSTRACT
Stealin’ The Meetin’: Black Education History & the Black Panthers’ Oakland
Community School
by
Robert P. Robinson
Advisor: Stephen Brier
The Black Panther Party for Self Defense (BPP) has occupied much of the broad
discourse on Black Power activism in the United States. Many of the lay conversations about the
BPP evoke images of men with guns and berets. However, the growing scholarship on Black
Power and BPP texts situate the Party within the gender, economic, educational, and political
struggles in the Black Bay Area, the nation, and Third World movement discourse. In the area of
education, a number of works have discussed the Party’s programs for children, and a smaller
number focus on its flagship school: The Oakland Community School (OCS). As the final
iteration of the Panthers’ full-time day school that operated from 1970-1982, the OCS has
allowed researchers to view the relationship between ideology, political practice, and educational
praxis. Still, very little scholarship has situated the school within the greater arc of Black
education and curriculum theory/history.
This dissertation frames the OCS as a convergence of Black self-determination/Black
Power, Black education history, and curriculum studies. Drawing from widely-cited archives,
rarely-cited archives, oral history, periodicals, and secondary source material, the proposed study
extends the OCS narrative by tracing its curricular trajectory and highlighting the voices of
students, parents, and staff. It considers how the school’s history provides examples of
educational practices—such as restorative justice and culturally relevant pedagogy—that would
not become named or popularized in mainstream education until much later, asserting that
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histories of this sort can inform educational endeavors in the present. Moreover, this work
considers the OCS’ unique history and pedagogical possibilities. Furthermore, it questions the
following: What is the history of the OCS, and how does this history intersect with Black
educational history and curriculum studies? What do the voices of former students, parents, and
educators in the Oakland Community School reveal about the curriculum, instruction, and
administration of the school? What implications can the OCS have for contemporary curriculum
and instruction?
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Introduction
The Road to the Topic
The winter after my first semester at The Graduate Center, I read Black Intellectual
Thought in Education: The Missing Traditions of Anna Julia Cooper, Carter G. Woodson, and
Alain Leroy Locke by Carl Grant, Keffrelyn Brown, and Anthony Brown.1 Their analysis of
these three important thinkers/pedagogues helped me to consider history as a legitimate area of
inquiry. Picking up the authors’ inherited charge from Arturo Schomburg to dig up the Black
past, I enrolled in Dr. Clarence Taylor’s “From Civil Rights to Black Power” course. Within the
first two weeks of class, I was convinced that I wanted to research the relationship between
curriculum, instruction, and the Black Freedom Movement.2
On March 3rd of that same semester, I attended a Conversations in Black Freedom
Studies event at the Schomburg Center for Research in Black Culture for the first time. The
discussion was about Black women in the Black Panther Party (BPP). After Professors Robyn C.
Spencer and Mary Phillips shared their research, Ericka Huggins spoke about a number of
women in the Party whose stories had yet to be told. She then encouraged newer researchers to
consider the Panthers’ Oakland Community School (OCS). Intrigued by this call, I applied for a
summer research grant the following month, and I began archival research in the Bay Area that
summer. The following fall, a classmate heard about my research topic and connected me to
Professor Mary Phillips. Dr. Phillips encouraged me to attend the BPP’s 50th reunion and
conference at the Oakland Museum to hear the panel on the Oakland Community School.3 That

1
Carl A. Grant, Keffrelyn D. Brown, and Anthony Lamar Brown, Black Intellectual Thought in Education: The
Missing Traditions of Anna Julia Cooper, Carter G. Woodson, and Alain Leroy Locke (New York ; London:
Routledge, 2016).
2
As I will discuss in chapter 1, I use “Black Freedom Movement” to refer to the long arc of Civil Rights and Black
Power.
3
Ericka Huggins et al., “The Oakland Community School: Point No.5 of the Black Panther Program” (Panel
Discussion, Black Panther Party 50th Reunion Conference, Oakland Museum, October 20, 2016).
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Thursday, I listened intently to the panel, capturing the gems of history between my iPhone
recording and my feverishly transcribed chicken scratch. After the discussion, I introduced
myself to Ericka Huggins and told her about my interest in the school. As I collected contact
information from panelists, she stopped me and looked me directly in the eye with a deep sense
of conviction: “Are you going to write a book about the school?”
I was caught off guard. I definitely wanted to research the school, but a whole book?
“Ahem, well, yeah...um...uhhh, eventually?” My voice, somehow retreating to pre-pubescence,
betrayed me. Her face appeared to shift slightly from conviction to minor disappointment. In an
attempt at redemption I continued, “For the dissertation, I want to compare the OCS to another
school on the East Coast, but after the dissertation, I hope to extend that half on the OCS into a
book.” She nodded her head in agreement as she introduced me to another student.
A few weeks later, at our weekly Tuesday salad sessions, my colleague Milagros SerausRoache listened to me articulate my loose dissertation plans. “If you ask me, it sounds like a lot
to focus on one school. How are you going to cover two in a dissertation? Why two?” I provided
an explanation about the potential for marketability, but I realized I could not convince myself,
let alone anyone else, that my scholarly attention should be divided between two schools. I knew
then that I would write my dissertation about the Oakland Community School and that this
investigation into the OCS would be the foundation of my future book: a contribution to postBrown v. Board of Education independent Black institutions in the grander arc of Black
education history in the United States.
What follows is the beginning of my robust investigation into the community school—a
case study that employs various sources and methods to narrate a larger history of the school and
its connection to Black education history, Black self-determination, and the broader curriculum
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history. I begin this introduction with some of the theoretical framing, followed by an overview
of the Oakland Community School. Next, I provide a review of existing literature on the Oakland
Community School. In my analysis, I offer some of my proposed contributions and historical
interventions. I then discuss the methods and methodology that undergird the inquiry. Finally, I
provide a chapter-by-chapter summary of the dissertation. The purpose of this dissertation is to
highlight the evolution of the Black Panther Party’s flagship school, exploring its contributions
and shortcomings—its dynamism and limits—in ways that honor its legacy. Moreover, I
endeavor to build the foundation for a future manuscript that sincerely responds to Ericka
Huggins’s question to me that October afternoon.
Theoretical Framework
As a historical project, this work will not frontload the use of a theoretical framework in
the initial chapters—at least as it pertains to educational theories. In order to explore the
ideologies that propelled the Panthers’ educational endeavors, I will foreground early on the
Black Panther Party’s (BPP) political theory. As an education scholar, I draw from several
theories in my research and praxis. To presume that my focus is not informed by theory is to
adopt the idea that there is something inherently and objectively organic about the narrative I
attempt to construct. Mindful of this, I speak to the theories I know that both inform my
processes of investigation and analysis.4

4
John W. Creswell, Research Design: Qualitative, Quantitative, and Mixed Methods Approaches, 4th ed..
(Thousand Oaks, Thousand Oak, Calif., Thousand Oaks, Calif., Thousand Oaks, California: SAGE Publications,
2014); Richard Pring, Philosophy of Educational Research (Bloomsbury Publishing, 2010); D. C. Phillips,
Postpositivism and Educational Research, Philosophy, Theory, and Educational Research (Lanham, Md.: Rowman
& Littlefield Publishers, 2000).
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Revolutionary Nationalism
The Panther philosophy differed so much among leading members and across the party’s
tenure that it would be difficult to identify a single Party focus that encompassed its entire run.5
Most Black Power scholars assert that the party was largely defined as a revolutionary nationalist
entity.6 Revolutionary nationalists operated on the premise that there was no return to Africa—
that Black self-determination was predicated on securing economic justice.7 Furthermore,
revolutionary nationalists armed themselves against enablers of colonial capitalism in the United
States.8 Scholar Daryl Scott asserts that “For the Panthers, a Black nation-state was optional, but
socialist revolution was not.”9 Moreover, the Black Panther Party argued that the struggle against
capitalism was intertwined with the fight against colonialism and racism, thus linking all radical
members of the oppressed classes.10 The language in the Panthers’ revolutionary nationalist
phase critiqued fascism and capitalism directly as the BPP’s members prepared to fight against
both.
Intercommunalism
In his message at Boston College in 1970, Huey P. Newton, Panther co-founder and
leader, outlined his vision of revolutionary intercommunalism. Rather than express what the

5
Daniel Perlstein, “Minds Stayed on Freedom: Politics and Pedagogy in the African-American Freedom Struggle,”
American Educational Research Journal 39, no. 2 (Summer 2002): 249.
6
Daryl Michael Scott, “How Black Nationalism Became Sui Generis,” Fire!!!: The Multimedia Journal of Black
Studies 1, no. 2 (2012): 6–63; Peniel E. Joseph, “The Black Power Movement: A State of the Field,” The Journal of
American History 96, no. 3 (2009): 751–776; William L. Van Deburg, New Day in Babylon: The Black Power
Movement and American Culture, 1965-1975 (Chicago: University of Chicago Press, 1992).
7
“New Day in Babylon : The Black Power Movement and American Culture, 1965-1975,” accessed July 21, 2016,
http://onesearch.cuny.edu/primo_library/libweb/action/dlDisplay.do?vid=gc&afterPDS=true&docId=dedupmrg2830
35438.
8
Robert O. Self, American Babylon Race and the Struggle for Postwar Oakland, Politics and Society in TwentiethCentury America (Princeton, N.J.: Princeton University Press, 2003); Donna Jean Murch, Living for the City
(Chapel Hill: The University of North Carolina Press, 01); Robin D. G. Kelley and Betsy Esch, “Black like Mao:
Red China and Black Revolution,” Souls 1, no. 4 (September 1, 1999): 6–41.
9
Daryl Michael Scott, “How Black Nationalism Became Sui Generis.”
10
Huey P. Newton, Revolutionary Suicide, Penguin Classics Deluxe Edition (New York: Penguin Books, 2009).
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concept was, he articulated its end goal: “…the time when the people seize the means of
production, distribute the wealth and the technology in an egalitarian way to the many
communities of the world.”11 Like other groups that either tagged themselves or were tagged as
revolutionaries during the Black Power era, the BPP relied heavily on the Marxist tradition,
taking its lead from the Maoist and Cuban interpretations of a Marxist-Leninist paradigm. By the
1970s, Newton essentially argued that the world was divided into communities rather than what
mainstream analysts termed nations or nation states. This is what he considered to be
intercommunalism. He referred to reactionary intercommunalism as a degenerative association
based on class delineation. Capitalists—capitalizing on technological advancements—
exacerbated the political and geographical distance between oppressed communities, exploited
their labor, and deprived the poor and working class of the resources within their homelands. The
reverse, revolutionary intercommunalism, mobilized people across their oppressed spaces in
order to overthrow the imperialist-capitalist system.12 One might hypothesize that the effort to
embrace intercommunalism was predicated on Newton’s desire to emphasize small communities
forming coalitions based on similar experiences with oppression and his desire to distance
himself from the land or territorial assumptions associated with traditional Black nationalist
positions. While these ideologies of revolutionary nationalism and intercommunalism are not the
core of my analysis, they do undergird the founding principles of the BPP liberation schools and
Intercommunal Youth Institute, the precursors of the OCS. The OCS is a microcosm of the larger
communities Newton articulates in his political philosophy.

11
Huey P. Newton, “Let Us Hold High the Banner of Intercommunalism and the Invincible Thoughts of Huey P.
Newton, Minister of Defense and Supreme Commander of the Black Panther Party,” Black Panther, January 23,
1971, 5 no 30 edition, Alexander Street Press LLC.
12
Huey P Newton and Toni Morrison, To Die for the People: The Writings of Huey P. Newton (San Francisco,
Calif.: City Lights, 2009).
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Culturally Relevant/Culturally Sustaining Pedagogy
While intercommunalism and revolutionary nationalism frame the BPP’s ideology, I also
believe that culturally relevant pedagogy (CRP) and culturally sustaining pedagogy (CSP) are
contemporary pedagogical frameworks that help to explain the BPP’s political philosophies in
terms of classroom practice. In the early 1990s, Gloria Ladson-Billings, University of Wisconsin
professor of curriculum and instruction, coined the term culturally relevant pedagogy, asserting
that teachers who embrace this pedagogical approach employ students’ culture backgrounds in
order to reinforce their cultural competence, critical consciousness, and academic success.13
Moreover practitioners of culturally relevant pedagogy help students to contextualize learning in
local, national, and global contexts. Following this trend, Django Paris, University of
Washington professor of multicultural education, prompts educators to promote and foster
students’ linguistic and dynamic cultural practices in order to enhance a pluralistic academic
environment through the practice of culturally sustaining pedagogy.14 Culturally sustaining
pedagogues, then, speak to students’ multilingual, cross-cultural identities and engagement. They
engage students as they honor their language, respect their heritage, recognize the non-static
dynamics of culture, and provide “access to mainstream cultural competence.”15
In this work, revolutionary nationalism and intercommunalism help to contextualize the
BPP’s stances on major political issues of the day and provide the philosophical rationale for
creating schools within the communities the BPP served. I consider culturally relevant and
sustaining pedagogies as part of a larger analytical framework for the curriculum structure and
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teaching practices at the school, thus extending the implications of the learning dynamics into the
contemporary sphere for social justice education. The relationship between politics and
pedagogy explored here is connected to an antebellum tradition of “stealin’ the meetin’,” as
expressed in oral histories with former slaves.16 In his seminal text The Education of Blacks in
the South, historian James Anderson cites a former Virginia slave by the name of Elizabeth
Sparks who learned to read under the threat of harsh white reprisals. He notes, “Elizabeth Sparks
was a part of a group of rebel slaves who held secret literacy sessions in the slave quarters. The
gatherings, known among slaves as ‘stealin’ the meetin’,’ were attended by free blacks who
attempted to teach slaves to read and write.”17 In the oral history cited by Anderson, Elizabeth
Sparks explained how Black folks “slip an’ have meetins…The children used to teach me to
read.”18 The short account of her educational history provides insight into the intergenerational
dynamics of education in antebellum Black communities—a space where racial hierarchies were
challenged in order to provide liberation through education. Sparks’s engagement in “stealin’ the
meetin’” also reveals what scholar Ashon T. Crawley in Blackpentecostal Breath: The Aesthetics
of Possibility refers to as “otherwise possibilities.” He explains how “the enslaved, many of
whom after having worked sunup to sundown, would steal away and perform such dances into
the early hours of the morning.”19 The phrase “steal away” here involves creating a separate
space and time to hold an alternative form of worship. In the same chapter, Crawley asks “Is
Blackpentecostal shouting but one other example of ‘stealing away’ to produce an old form
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otherwise?...Certainly. To steal away is the… undergrounded verve of black performance.”20
What Crawley foregrounds is a Black tradition of creating otherwise—of doing something else
elsewhere—an “old form” that taps into a spirit that transcends the limitations of enslavement.
African Americans have established educational spaces in the face of white supremacy
since enslavement. Streamlined, covert communities of free folks and enslaved folks, along with
those who were secretly educated by white masters, ensured that approximately 5 percent of the
Black population (approximately 200,000 people) was literate by the war’s end.21 This tradition
of “‘stealin’ the meetin’” established a trajectory of resistance in Black life: a long line of bold
and sometimes life-threatening engagements with education. This concept holds heuristic
importance as it conveys the extreme conditions and hurdles Black communities have had to
consistently overcome to materialize education for themselves, their children, and future
generations. Stealing itself carries the connotation of illegality, a defiance, or a transgression of
rules. True, the education of Panthers’ children did not operate in covert spaces, but it did resist
the prevailing notion in Oakland’s public schools that Black students were uneducable.22 In the
midst of the limited views of Black children and the limited resources in the community, the
Black Panther Party dreamt—and made possible—quality education for economically
disadvantaged students of color. They were building on the existing Black imagination in
education, even as the early iterations of the school were created in the face of intense local and
federal law enforcement reprisals against the BPP. And it is this line of bold moves in education
from enslaved Black folks “stealin’ the meetin’” to the creation of Black Panthers’ Oakland
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Community School in the 1970s that I believe undergirds and connects the long history of Black
education in the United States.
Connection to Curriculum Studies
In order to further interrogate assumptions of culture, success, and teaching as expressed
in Ladson-Billings’s and Paris’s work and the notions of curriculum, instruction, and education
in broad education discourse, I also consider multiple perspectives in curriculum studies. First I
follow the reconceptualization turn in curriculum studies that took place during the same
historical moment of the BPP’s formation of children’s education beginning in 1969. According
to curriculum scholar William F. Pinar, “U.S. curriculum theory is the interdisciplinary study of
curriculum in its historical, political, racial, gendered, postmodern, autobiographical, religious,
and international dimensions.”23 The reconceptualization turn that took place in approximately
1969 led the field to transition from “curriculum development” to “curriculum studies.”24
Through this transition, curriculum embodied a much broader meaning. To some extent,
curriculum can still be defined as a literal toolkit of texts, resources, materials, and structures for
the classroom. At the same time, this notion of texts, resources, and the classroom has broadened
since the reconceptualization period. In the postmodern vein, everything is a potential text, and
therefore, all aspects of teaching are open to vigorous analysis.25 Mindful of this, I look at the
OCS through a broader definition of curriculum in order to consider aspects of the school’s
traditional view of education in conversation with the broader idea of the classroom outside of
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the classroom, which is very much embedded in the Panthers’ educational philosophy.26 While I
mention curriculum and instruction separately in chapters three and four, I clarify all aspects of
the educative experience as curriculum, including but not limited to the teachers, students, books,
supplies, buildings, neighborhoods, informal conversations, interactions. To date, none of the
works on the OCS have applied the reconceptualization period and broader definition of
curriculum to the school, even though the historical development of such philosophies is
chronologically congruent with those of the school. It is often the case that theory precedes
practice by many years. By paralleling the philosophical transition in curriculum studies with the
educational development of the OCS, I locate its place as a 1970s forerunner in the world of K12 education, even as I discuss its limitations. The theory and overview of the theory will be
explained in more detail in the fifth chapter.
An Overview of the Oakland Community School
In October 1966, the Black Panther Party for Self Defense was born in Oakland,
California. While there are arguments about the party’s origins—some tying it back to its
connection to the original Black Panther Party of Lowndes County, Alabama, and others to a
consortium in New York City—the organization that would eventually develop branches across
the nation began in a simple conversation between founders Huey P. Newton and Bobby Seale.
One day, as Newton explains it, the men were “rapping” about the conditions of the city and the
plight of its Black residents. Discontented with the role of police violence and the underserved
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community, the duo developed 10 theses that would become the 10 Point Platform for the Black
Panther Party.27
In the Platform’s fifth point, Newton and Seale identified the educational goals of the
Party: “We want education for our people that exposes the true nature of this decadent American
society. We want education that teaches us our true history and our role in the present-day
society.”28 It was under this proclamation that the BPP’s political education courses were born:
courses created to engage the adults in the political and ideological foundation of the party.
Replete with Mao Zedong’s Little Red Book and copies of Frantz Fanon’s Wretched of the Earth,
these courses attempted to make complex discussions about political theory accessible to
everyday people.29 While this might have seemed an ambitious task, it was effective in that it set
a precedent for the BPP’s subsequent educational endeavors. Soon, they attempted to adapt their
educational courses to teach children.
In the Spring of 1969, the BPP established its first versions of liberation schools. These
short-term programs served as an adjunct to everyday attendance in Oakland’s public schools.
The purpose was to provide grade school children with a political education that oriented them to
the BPP’s leaders and to a basic understanding of politics.30 In early 1970, David Hilliard, one of
the leading figures at the Oakland headquarters, took on Huey Newton’s charge to create a fulltime day school that went beyond the foundation of the liberation schools. Initially, the
Children’s House was born as a safe haven for Panther children (“cubs”) in the fall of the same
year. By January 1971, the BPP established the Intercommunal Youth Institute (IYI), combining
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elements of the liberation schools and the teaching of basic reading, writing, science, social
science, and mathematical skills. Newton articulated a new vision for the community efforts of
the BPP. The breakfast program, political education courses, liberation schools, and now the fulltime day school were considered “survival programs.” The name came from the BPP leader’s
initiative known as “survival pending revolution.” The language was meant to quell fears that the
BPP had turned to reformism by reassuring the party’s commitment to the long haul of political
revolution. As the political philosophy and composition of the party changed, so did the name
and the organizational outline of the school.31 By 1974, the school was restructured under the
umbrella of the Oakland Community Learning Center, providing academic, athletic, and
culturally enriching opportunities to children within the East Oakland community. The school
had shifted away from some of its Panther-heavy political focus to a much more holistic
curriculum. During this restructuring, the institute would change its name to the Oakland
Community School, the longest lasting iteration of the Panthers’ schooling efforts and the final
remaining survival program of the Black Panther Party before the Party’s demise in 1982.32
The OCS was not like most traditional schools of its time. In all three iterations of the
school, Black women served as directors—a role that Black women had not consistently played
in public schools, at least at that time. In the early stages of the OCS iteration, in particular, the
funding for the school was substantial, as Ericka Huggins, Donna Howell, and their staff
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successfully built the new version of the school on the momentum of Bobby Seale’s mayoral and
Elaine Brown’s city council campaigns of 1973. Nevertheless, to help meet the OCS’s financial
needs in subsequent years, the school requested parents pay $25 per child each month; they never
refused children whose families could not pay, however. Parents would provide other services
and were asked to volunteer 12 hours a month to supplement their tuition payments. The school
also }coordinated numerous fundraising efforts.33 Eventually, in approximately 1976, the BPP
received state government support to run the school. These funds helped to maintain the
provision of two meals a day for each child, which was eventually increased to three meals a
day.34 State funding also proved useful in underwriting the costs of the after-school programs,
supplies, field trips, and other student needs.35
In terms of the academic structure of the school, the directors believed in levels—a
structure carried over from its Intercommunal Youth Institute days. Students would be grouped
according to their ability levels without shaming so as to tailor each subject to the individual
student’s needs. The larger groups—which appeared to be similar to more or less homogenouslyaged homerooms—were not the basis for students’ other groupings. For instance, a student could
be nine or ten years old but could be grouped in level three reading or level five mathematics.36
The school’s intention was to foster students’ specific learning styles and schema, rather than
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hold all students to cookie-cutter standards all the time. As a school that embodied elements of
progressive pedagogy, the school adopted mottos such as “The World is the Child’s Classroom,”
and “We teach students how to think, not what to think.”37
Throughout the 1970s, the school received awards from Alameda County Board of
Education and the California State Department of Education for being “a model elementary
school.”38 In 1976, the school had asked students to take the California Basic Skills Test to
familiarize students with the process and to allow the school to receive state funding. The
students excelled, often times scoring two or more levels ahead of their ages in reading and
mathematics. Also during this time, Rosa Parks, James Baldwin, and Maya Angelou—among
other powerful Black figures—visited in order to witness the education offered at the OCS;
students also eagerly performed plays, music, or dances (sometimes original material) for their
visitors. The OCS had gained the reputation as a truly remarkable school. That the waiting list
was longer than the school’s 150-student enrollment list is testament to its growing reputation. A
school with a 90 percent Black student population with a nearly equivalent percentage of Black
personnel was outscoring public school counterparts by more than 30 percent. More importantly,
students’ enduring recollections of its communal culture and critical thinking reveal that the
school was much more than a scholastic epicenter. Sadly, this momentum tapered off once the
school entered the 1980s.39
In 1981, Ericka Huggins, director of the OCS, left the BPP and thereby the school.
Tensions with Huey P. Newton proved irreconcilable. By the time Huggins departed, former
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BPP Chair Elaine Brown, co-founder Bobby Seale, and Minister of Defense David Hilliard had
already severed ties with the party. The school and the party ceased operating in 1982.40
For years, no one published any studies dedicated exclusively to the school. In fact, one
of the first pieces that appeared in education history literature (in terms of major education
publications) was Daniel Perlstein’s 2002 article—exactly 20 years after the school’s closing—
that compared the OCS and liberation schools to the Civil Rights era Freedom schools in the
South.41 While much of the subsequent literature on OCS explores its student-centered
philosophy, most histories focus on the directors of the school and several of the teachers. Few
accounts capture student voices—one of the few being Huggins’s co-written 2009 piece with
Angela LeBlanc-Ernest.42 This dissertation project is an attempt to capture the voices of OCS
students, teachers, and parents through archival data and oral histories. I consider the ways
students experienced the curriculum in the OCS and OCLC, their families’ contributions to their
educational development, the relationship between the school and the larger party, and students’
and staff members’ experiences after the OCS.
Review of Oakland Community School Literature
To date, there has not been a book-length work dedicated to the Oakland Community
School. Nevertheless, since the late 1990s, researchers have written a number of shorter works
that discuss the OCS as it relates to the larger educational philosophy and practices of the Black
Panther Party, post-war Black education, and the longer arc of independent Black educational
institutions. What follows is a list of some of the most important scholarly works on the school,
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including small synopses and respective contributions to OCS historiography. This section is an
attempt to situate my specific work within the existing OCS literature.
One of the earliest detailed accounts of the trajectory of the Oakland Community School
is education scholar Craig Peck’s 2001 Stanford University dissertation, “Educate to Liberate”:
The Black Panther Party and Political Education.43 In this history, Peck discusses the larger
political education programs of the Black Panther Party. In his section on the liberation schools,
Intercommunal Youth Institute, and Oakland Community School, he puts forward two major
claims.
1. The education of children mirrored the ideological shifts of the party. It transitioned from
political inculcation and intense revolutionary discourse to teaching broad Black
“ethnocentric ideals.”44
2. The school had a dual function, serving as both a tool to educate children about party
philosophy and liberal arts more broadly as well as a PR device to educate the outside
community about the survival programs of the Black Panther Party.
Surprisingly, while Peck’s work cites secondary sources from former party members and
early BPP researchers, articles in The Black Panther (the party’s newspaper), local periodicals,
news segments, and specific portions of the Dr. Huey P. Newton Collection, his dissertation is
rarely cited in subsequent works on the Oakland Community School. While he provides valuable
insights into the school and the progressive and teacher-centered approaches at its core, the
dissertation does not explore specific lesson plans, teacher accounts, or student accounts outside
of these spaces.
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Unlike Peck’s dissertation, education historian Daniel Perlstein’s 2002 article “Minds
Stayed on Freedom: Politics and Pedagogy in the African-American Freedom Struggle,” is
among the most cited works on the OCS.45 Examining the school through the lens of progressive
education in the wake of the 1990s and 2000s focus on constructivism, Perlstein contrasts the
school’s pedagogical methods with those of SNCC’s Freedom Schools and Citizenship Schools.
Like Peck, he argues that the BPP’s methods transition from teacher-centered, politically
dogmatic teaching to essentially mainstream, teacher-centered education. Moreover, he follows
education historian Larry Cuban’s analysis in his seminal text, How Teachers Taught, asserting
that while the school touted the motto of teaching students “How to think, not what to think,”
teachers engaged in practices that merged “progressive and transmissive pedagogies.”46 Such a
mixture “mirrored the ambiguities of their politics.”47 Perhaps one of the reasons that Perlstein’s
work is among the most often cited results from his specific engagement with the party’s politics
as they interact with the school’s philosophical shifts over time. In addition, Perlstein’s closing
claim speaks to a prevailing theme in my own work: “teaching methods must address the specific
social and historical circumstances in which children find themselves,” and “no single
pedagogical approach inherently serves the cause of social justice.”48 His claim about a
confluence of approaches steeped in a liberatory ethos and practice speaks to a broader African
American tradition that calls for a “whatever it takes” perspective that predated the Civil War.
Nevertheless, in a slightly different 2008 version of this essay entitled, “Freedom, Liberation,
Accommodation: Politics and Pedagogy in SNCC and the Black Panther Party,” Perlstein asserts
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that the BPP’s “most significant achievement as an educational agency—occurred in the years
when their work was little informed by progressive techniques.”49 Such an argument is
essentially a critique of the latter years of the BPP. I agree with Perlstein’s argument that a
plethora of pedagogical approaches are needed in liberatory education for Black Americans, but I
part company with him in my observation of the ways these varying practices operated in the
OCS. I believe the BPP’s “most significant achievement” occurred when it was heavily informed
by progressive approaches. Moreover, I consider how the school attempted to embody a more
nuanced view of critical thinking and practice in its later years.
Just as Perlstein frames the Oakland Community School within the larger African
American vision of freedom, education historian Joy Ann Williamson (also known as Joy
Williamson-Lott) situates the school within the political and pedagogical history of Black
liberation. In her article/chapter, “Community Control with a Black Nationalist Twist: The Black
Panther Party’s Educational Programs,” she argues that the Black Panther Party’s educational
efforts are a Black nationalist approach to a longstanding tradition in Black education.50 She
supports her claim by tracing the trajectory of Black education from the antebellum era until the
1970s, citing BPP newspaper articles about education and youth programs, referencing archival
documents, and contextualizing sources with analyses from education scholars. Her purpose is to
bring visibility to the Panthers’ OCS while situating it within the history of Black Power
movement(s), community control movement(s), and pedagogical theory Williamson-Lott’s
argument best captures the enduring historical thread I attempt to incorporate in my work:
“African Americans have long linked education with liberation. When Whites thwarted their
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efforts to be educated—and free—African Americans devised creative solutions.”51 Through the
lens of stealin’ the meetin’, I pick up this thread. Williamson-Lott does not attempt “to judge the
educational inputs and outcomes of Panther education” so much as she wants to “offer fodder for
those contemporary reform movements that seek to integrate the cultural-racial background of
students, high academic standards, and closer school-community relationships.”52 This
dissertation seeks to do the same, except it does attempt to examine “outcomes” beyond a
nationalist framing with particular attention to students’ perspectives. Partially agreeing with
Williamson-Lott’s assertion that the existing archive does not provide enough insight into “the
type of education that occurred in the OCS classrooms,” I attempt to extend the analysis through
the use of oral histories.53
Similar to the above-listed works, Charles E. Jones and Jonathan Gayles’s “‘The World is
a Child’s Classroom’: An Analysis of the Black Panther Party’s Oakland Community School”
traces the development of the school from its liberation school roots.54 Citing Bobby Seale’s
imperative as early as November 1968 to begin Panther liberation schools, Jones and Gayles
discuss how those BPP schools were initially fashioned after the SNCC freedom schools. They
establish another of the school’s mottos—"The world is a child’s classroom”—as the beginning
of an evolution from dogmatic liberation school beginnings through the Intercommunal Youth
Institute’s more broad-based initiatives, ending with Freirean transformative models that mark
the OCS years. Moreover, in their Freirean analysis, the duo assert that “a truly liberatory
education culminates in transformative action.”55 The OCS, as an embodiment of these
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principles, “empowered students to critically engage the content of the subject matter.”56
Looking beyond the classroom, Jones and Gayles reference the Freirean pedagogy in the
school’s Youth Committee (YC), stating that “The YC represented a powerful conceptual
affirmation of liberatory education by serving as a mechanism for independent critical thought
and participation by OCS students.”57 Jones and Gayles’s use of the pedagogical frame in spaces
outside of the classroom, then, mirrors the 1970s turn in curriculum studies. The classroom as a
broad pedagogical space necessitates the view of curriculum as an expansive text. Student
engagement, as I have come to realize in conducting my oral history analysis, transcended the
“school day” and students saw a seamless transition between home and school as a perpetual act
of rewriting themselves in relationship to their environments.
To date, the work that has utilized the most personal and direct analysis of the Oakland
Community School is “Revolutionary Women, Revolutionary Education: The Black Panther
Party’s Oakland Community School” co-written by independent researcher Angela LeBlancErnest and former OCS Director Ericka Huggins.58 This is one of the few texts that dates the fulltime day school to 1970 under the name “The Children’s House”: a “two-house home school
similar to southern black church schools.”59 In their work, LeBlanc-Ernest and Huggins provide
an exhaustive overview of existing OCS literature to foreground their claims.60 The authors
underscore cultural relevance, student choice, “how to think” philosophy, parental involvement,
holistic engagement, and the role of the school within the BPP community and East Oakland
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community. Unlike other texts, this work speaks to the role of women administrators, paying
close attention to how they engage students and parents. Moreover, the authors assert that “By
marginalizing the voices and experiences of women in the BPP, the recent literature also
marginalizes the work women did within the BPPs more than forty community survival
programs.”61 Moreover, they leverage the school as a contrasting element to the masculinist
depictions that pervade Black Power historiography, particularly as it pertains to the BPP. By
complicating images of men and women in static notions of bold violence vs. homely caregiving,
LeBlanc-Ernest and Huggins highlight males who cook and care for children and women who
lead and direct while setting the school’s curricular vision. Such a viewpoint opens the school to
a robust intersectional analysis of the OCS that includes classroom, school, and community
dynamics. In addition to this significant contribution, the chapter is also among the first to
leverage primary resources beyond the archival data, citing sources from Huggins’ direct
experience and oral histories with former students.
In his 2012 NYU master’s thesis, “The Pedagogy and Education of the Black Panther
Party: Confronting Reproduction of Social and Cultural Inequality,” graduate student researcher
Casey Wong provides one of the most comprehensive studies of the Oakland Community
School.62 Wong examines the school through the lens of “cultural reproduction.” Citing Huggins
and LeBlanc-Ernest, Hilliard, and a host of others, Wong reiterates the claim that the OCS is a
direct response to public schools’ inability to stimulate critical/analytical thinking. He defines
social reproduction, cultural production, and cultural reproduction as follows:
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● Social reproduction: “process by which different social classes in society are maintained
and reproduced to their former respective positions.”
● Cultural production: “the original creation of a set of practices, norms, ideas, and/or
beliefs created by a group of people.”
● Cultural reproduction: “when and how a set of practices, norms, ideas, and/or beliefs is
passed from one group of people to another.”63
Wong argues that the Panthers attempted to interrupt existing cultural reproduction through the
process of “educating the ‘whole’ child.”64 His work also follows the school from its liberation
school roots but does not engage the school in the larger arc of Black education in America. His
thesis is important for a number of reasons, primarily for its examination of the major texts on
the Oakland Community School. Nevertheless, Wong does not engage in much investigation of
primary source material beyond a few personal communications. Still, his closing call to action
urges future research to engage “former students, teachers, staff, and parents.”65 My dissertation,
Stealin’ the Meetin’, is an attempt to capture some of these voices, foregrounding the narratives
of former students.
A more recent analysis of the OCS is in Russell Rickford’s We Are an African People:
Independent Education, Black Power, and the Radical Imagination.66 Rickford discusses the
struggles of African descendants in the US, recognizing the failed promises of American
education and its diverse impacts on Black children.67 As a response, Black communities and
political organizations fought for equitable education—picking up the mantle to frame education
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as both a survival zone and liberatory center for Black Americans.68 Many of the Africancentered schools combined donations, federal support, and low tuition to create schools that
emphasized academic skills, positive self-image, and decolonizing approaches.69 Rickford
loosely contextualizes the OCS within this historical and political moment. At the end of the
book, Rickford argues that the OCS provides a vision of how African-American schools could
speak to a more holistic education that did more than simply inculcate children into a form of
strict Pan-Africanist ethos or mini-reproduced revolutionaries. Moreover, he argues that “by
offering a viable counterinstitution amid the underdevelopment of the urban core, OCS taught in
practical ways the principles of democratic participation and socialism. While the school was
overwhelmingly black, it conveyed communal values without resorting to racial dogma or
essentialism.”70 Rickford’s argument appears to juxtapose Williams-Lott’s nationalist
conversation, LeBlanc-Ernest’s and Huggins’s communal dynamic, and Perlstein’s post-dogma
analysis, conceptualizing the OCS as something beyond essentialism yet simultaneously
pragmatic and political. As in all of the aforementioned studies, Rickford ultimately sees the
school as worthy of study for its educational possibilities in the fight for Black liberation in the
United States.
Stealin’ the Meetin’ attempts to reconcile some of these divergent perspectives on the
OCS as it picks up several of the authors’ points of departure and calls to action and extends
them into a lengthier study. Like Perlstein, I challenge the idea that there is a singular
pedagogical solution to the educational needs of Black children. Moreover, I argue that the OCS,
as a site for pedagogical possibility, leveraged the longstanding Black tradition that employed
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multiple approaches to fit the needs of students in ways that contextualize their historical and
political present as well as engage in a conversation with a longer trajectory of Black liberation.
Just as the struggle for self-determination in Black America is the convergence of several
ideologies in both the Black radical and accommodationist traditions, the fight for Black
education is necessarily multilayered. As public schools continue to grapple with the broader
institutional forces of racism, classism, sexism, and heteropatriarchy, Black liberation through
education has had to contend with these same forces in separate Black institutions. The OCS is
one of many sites that embodies this tension, and this work leverages multiple sources to engage
the multivocality of the school and Black educational history.
Methods/Methodology
Data Collection/Methods:
In terms of data, I draw on a variety of sources. As a historical dissertation, this work is
grounded in archival research. The bulk of the OCS’s curriculum, organization, philosophy,
rosters, test scores, memory books, and school financial records are drawn from the Dr. Huey P.
Newton Foundation Inc. Collection at the Cecil B. Green Library at Stanford University.
Additional pre-OCS planning and organizational material, including Children’s
House/Intercommunal Youth Institute documents, were collected from the J. Herman Blake
Black Panther Party 1966-2010 Collection at Emory University’s Stuart A. Rose Library. My
entrée to archival research took place at the African American Museum & Library in Oakland,
where I began research on the BPP’s liberation schools in the library’s collection of The Black
Panther newspaper. This library also contains some copies of the Oakland Unified School
District’s newsletter. I have gathered the bulk of my information from The Black Panther
through the digital collection from Alexander Street Press LLC (in the Social Movements
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Collection, Special Collections, University of Virginia Library). Additional research has come
from these archival spaces along with discoveries at Robert W. Woodruff Library at Atlanta
University Center and the Bancroft Library at UC Berkeley. The Woodruff Library contains files
on observations of the OCS Ericka Huggins’ correspondence with Afrocentric pedagogue Asa
Hilliard; the Bancroft Library houses oral history interviews and transcripts with Ericka Huggins.
In addition to these files, I also used local news sources from the period to contextualize Bay
Area politics of the time. These include The Sacramento Bee, The Oakland Tribune/The East
Bay Times, The San Francisco Chronicle, and The New York Times. I have found other local
newspaper articles related to the school, the district, and the party through Newspapers.com.
While archival research is the foundation of this work, oral histories are at the heart of
my efforts. In order to capture the curriculum, instruction, and culture in action, I conducted
interviews with seven students who attended the Oakland Community School. In terms of staff, I
interviewed the director, Ericka Huggins, and four teachers. Four out of the five OCS staff
members interviewed had children who attended the school. While this dissertation project has a
total of 12 interviews with former students and educators, the future book project will expand
that number to 20 or more students, parents, and teachers.
As the person conducting the oral histories, I made respondents aware of my positionality
as a former teacher and current graduate student who is interested in the school’s ability speak to
contemporary education issues. Of all the interviewees, I only came out about my sexual
orientation to Ericka Huggins, as an early oral history conducted by Fiona Thompson a decade
prior mentioned queer topics that I wanted to follow up on.71 Interviews with former OCS
members lasted anywhere from 30 minutes to 2 hours. For some oral history interviewees, I
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followed up with emails, texts, and phone calls when I needed additional clarification. Three of
the oral histories were conducted by phone while the bulk were recorded in person. Additional
audio was captured from the Black Panther Party’s 50th Reunion Panel on the OCS and Ericka
Huggins’ talk at Lehman College.72
Beyond using newspapers and periodicals to contextualize the period, I also used U.S.
Census data for Alameda county from 1960 to 1980 and the racial demographics information
from the Census data for Oakland. Census data for income and educational attainment are not
disaggregated by city during these time periods, so I was unable to provide as thorough an
analysis of Oakland as I was for greater Alameda County. Using the Statistical Package for the
Social Sciences (SPSS) software, I applied a means procedure for race, sex, income, and
educational attainment in order to provide the demographic information for a five percent
representative sample of Alameda County. The data was cleaned by Dr. Lawrence Capello of the
Center for Latin American Caribbean and Latino Studies.
I include these five short pages of quantitative data to provide insight into the racial and
socioeconomic changes of the region in order to further highlight how the school is both a
product of and response to its local conditions. Moreover, studies have shown high correlation of
student educational success with parents’ education levels and income levels.73 By these
standards, the OCS should have failed. Like their public school counterparts, OCS students
should have been reading well below grade level. Yet the opposite was true: they excelled
academically. While I am wary of crediting statistical data as the authoritative voice on success, I
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also want to speak to the OCS’s complex relationship to the standardized measures of academic
achievement commonly used in education research and government policy research. While
standardized success was not their goal, OCS and its students still performed well.
The above-mentioned sources, in conjunction with other published works, help to frame
the OCS in the diverse contexts of the Bay Area’s sociopolitical terrain. Secondary sources, more
specifically, position the school in the long arc of Black American education history, Black
intellectual thought in education, Black self-determination, and 20th century curriculum history.
In writing this narrative, I engaged in a recursive process. As I attempted to write about
curriculum I had to capture stakeholders’ (students and parents) voices to highlight archival data,
and I had to use archival data and statistics to map the interrelationship of oral histories and
personal narratives. All of this has been put into conversation with newspapers and periodicals
that discuss the political and economic terrain of the Bay Area and national education spheres of
the time. Triangulation of this sort has increased the rigor of the study and the construction of a
multilayered narrative about the OCS.
Methodology
The aforementioned theories establish a theoretical framework for this work. While most
of my narrative chapters do not deploy these theories explicitly, chapter five engages with other
scholars’ analyses of OCS’s teaching as they pertain to my titular conceptual framework:
“stealin’ the meetin’.” From this perspective, which embodies a Black history of political
resistance via education, I establish a toolkit for analyzing the OCS. Just as Black educational
institutions during slavery were a form of resistance in both the North and the South, many Black
schools and para-educational spaces from emancipation forward in time carried a similar spirit of
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resistance.74 The Oakland Community School, then, was not simply the flagship school of the
Black Panthers’ politically active life; it was also part of a long line of Black, communitysituated educational institutions that merged cultural heritage and relevance, predominately
Black faculty/staff, and Black political awareness.
How exactly does “stealin’ the meetin’” operate here? In this project, I consider the
theoretical strands of culturally relevant/sustaining pedagogy, critical pedagogy, and the earlier
strands of Black Intellectual Thought in Education with the affordances of the 1970s
reconceptualization shift in curriculum studies. In this work, I analyze the curriculum guides and
handbooks. The discussion of explicit teaching practices of the OCS as expressed in secondary
literature, accounts in The Black Panther, and transcripts from oral history interviews, provide an
opportunity to see how the OCS educators leveraged a variety of educational approaches to meet
the needs and interests of the students. Students were also co-constructors of knowledge, not
merely passive recipients.75 I borrow from Perlstein’s argument: myriad pedagogical approaches
that critique systemic injustices are necessary in liberatory education.76 Black education is
multilayered, and the OCS as a part of liberation traditions, is an extension of a Black
educational legacy that draws upon multiple philosophies to meet the educational needs of the
broader Black community within this particular historical the moment.77
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Chapter Overview
This dissertation is divided into seven chapters. This introduction lays the overview,
theory, methods, methodology, and outline. It is followed by five substantive chapters and a
conclusion.
The first body chapter synthesizes Black self-determination from enslavement to the Black
Power era, tracing a teleology of what Robin D.G. Kelley refers to as “exodus” in his critically
acclaimed Freedom Dreams: The Black Radical Imagination.78 It also pairs the political history of
Black self-determination with the long arc of Black education spanning the same time period. While
“stealin’ the meetin’” is discussed as a literacy practice during slavery, I uphold it as a foundation of
the Black radical imagination in education.
In chapter two, I discuss the demographic factors in Oakland leading up to the Oakland
Community School, including Census sample data and the local Black educational advocacy of the
late 1960s and 1970s. I also discuss the heated political debates surrounding the Black superintendent
and his school board that happen alongside the development of the early iterations of the Black
Panthers’ day school. I close with a description of these schools.
In chapters three and four, I discuss the Oakland Community School specifically, covering its
tenure from 1974 to 1982. Chapter three provides a general overview of the school along with its
curriculum and instruction. It opens with the description of a typical day for an OCS student, and it
continues with an exploration of the before, during, and after school curriculum. Chapter four
explores the school’s culture. It introduces the concept of hidden curriculum: the non-explicit
interactions, culture, and governing structures of the school that also serve to teach the students. The
chapter continues with a discussion of the local and international focus, the school’s heavy acclaim,
and a detailing of its declension. A consistent theme is the relationship between safety and threat.
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Who felt safe and why? Who felt unsafe and why? How did the shifting relationship of the Party and
its adult members manifest in the school’s curricular and cultural changes?
In chapter five, I situate the school’s curriculum, instruction, and political and philosophical
foundations within the contexts of the larger conversation of curriculum theory and Black political
movements here and abroad. Moreover, I frame the OCS as a potential model and a precursor to
much of what we deem to be radical educational practice today.
Finally, in the conclusion, I question whether we can see the OCS as a potential model of
education. I mention two schools that have formed since the school’s closure. I then consider the
lessons the school provides for contemporary education, upholding teacher and student journeys,
their advice for future teachers, and how these former OCS members have embodied the legacy of
the school.
Whereas existing literature on the Oakland Community School discusses its general
trajectory and its progressive approaches through archival data, I discuss the trends in the archival
data and oral histories to problematize BPP relationships between adults and their effects on the
OCS. Students’ accounts of their experiences pre and post OCS also offer a clearer contrast to local
education of the period. As a historical case study, this work does not attempt to provide an

answer or easy solution for contemporary education problems through its account of the history
of the Oakland Community School. On the contrary, this work seeks to weave together a variety
of sources first to tell the largely unknown story, then to offer an analysis of the multitude of
political and educational opportunities raised by the school. To pose a solutions-driven account
or singular thread or trajectory is to betray the complex arc of the BPP and its educational
programs; to do so also ignores the multivocality that is embedded in Black American history.
Mindful of this, I offer this study as an exploration of this specific educational journey as it
interfaces with the larger struggle for Black education and freedom in the United States.
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Chapter 1—Journeys in Black: Black Self Determination and Black Education History
In order to uncover the history of the Oakland Community School, we must look deeply
into the histories and trajectories that made the school what it was. What were the political
histories of the school’s predecessors—the Black Panther Party’s (BPP’s) predecessors? Where
does the BPP fit within a tradition of Black schools and schooling? An educational institution—
like many historical subjects—never exists in a vacuum. It is always a confluence of multiple
factors: local dynamics, historical trends, and national educational and political initiatives and
pedagogical theories and practices. This chapter is an attempt to uncover these threads by
examining the political genealogy and educational trajectory that undergirded the Oakland
Community School. By no means do I attempt to present the following as an exhaustive list of
writings analyzing Black Power history and Black educational history; such an endeavor would
require much more time than dissertation resources allowed. Nevertheless, what follows is an
opening conversation about the convergence of these topics that situates the 1969 to 1982 history
of the Oakland Community School within a longer history of national, social, and political
dynamics.
The first section of this chapter will explore the teleology of Black Power—the larger
political umbrella that frames the Black Panther Party. While the BPP’s leaders eventually
steered away from a Black Power assertion of nationhood, especially in the 1970s, we must still
recognize the Party’s work in its early revolutionary nationalist roots. For this reason, I will trace
Black Power through the concept of “self-determination” and how such a thread reveals different
historical moments and events surrounding Black economic internationalism in the United
States. Similarly, the second section of this paper will examine the early stages of Black
educational history. This line of inquiry will begin with examples of the antebellum education of
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enslaved African Americans and continue with discussions of Black education during
Reconstruction & Jim Crow, interwar (between WW1 & WWII) years, and the struggles from
Brown v. Board of Education in 1954 to 1980. The hope is to reveal the broader conversations
that center this very specific work: the universality in specificity.
Part 1—Black Self-Determination: A History of a Black Idea
In his 1950 article “Lenin and Self-Determination,” Stanley W. Page follows Russian
Marxian thinker V.I. Lenin’s political articulation of revolution and liberation.1 Page traces the
Russian concept of self-determination back to the 1890s, when the Russians were invited to the
Congress of the Second International. At this conference, Page notes, delegates declared “the
right of nations to self-determination.” After the success of the Bolshevik Revolution in 1917,
Lenin “advocated the idea that each subject nation of the [Russian] Empire be given the free
choice to separate from or to remain united with the Great-Russian people.” Lenin’s concept of
autonomy over time more or less “implied a kind of democratic choice, whereby. . .peoples
could determine their future destinies.”2 In 1928, Lenin took up this concept of nationhood when
he considered his, “Resolution on the Negro Question in the United States,” which was made
public in 1929. The statement paved the way for the Black Belt Nation Thesis, which asserted
that Black people who constituted the primarily Black regions of the US South were “a nation
within a nation,” and thus needed to operate autonomously.3 In this chapter, I will follow a
similar definition of self-determination, looking specifically at its role in Black American
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politics. I consider the various iterations of Black self-determination that paved the way for the
Black Panther Party’s community endeavors in Oakland.
Discussions of Black Freedom and Self-Determination
The Oakland Community School was born out of a specific set of political struggles in
the time scholars and activists refer to as the era of Black Power. The Black Power era can
loosely be defined as the period (1960s through late 1970s) when multiple organizations and
entities mobilized under the banner of Black self-determination, employing cultural, territorial,
economic, and revolutionary streams of political thought.4 Just as scholars in Black freedom
studies have traced the Civil Rights Movement to its roots in the interwar period between World
War I and World War II in what they argue is the long Civil Rights Movement, scholars across
Black freedom studies and Black Power studies assert that Black Power stretches back to its
roots in Garveyism in the 1920s.
In “The Civil Rights Movement and the Political Uses of the Past,” historian Jacquelyn
Dowd Hall rightfully critiques the limitations of the classical Civil Rights Movement
periodization. She posits that the 1954 to 1965 timeline narrows the scope of the scholarship and
ignores the threads of a Black political trajectory; moreover, she suggests reconceptualizing
modern activism under the umbrella of the Black Freedom Movement.5 Moreover, she asserts
that the classical narrative of the Civil Rights Movement is largely masculinist with an overdependence on the South that dangerously positions the North as a benevolent place of freedom.
In the Long Civil Rights as Vampire” African American historians Sundiata Keita Cha-Jua and
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Clarence Lang problematize this argument, stating that Hall’s periodization ignores nuance, and
thus “erases conceptual differences between waves of the BLM [Black Liberation Movement],
and blurs regional distinctions in the African American experience.”6 Along these same lines,
American labor historian Eric Arnesen’s “Reconsidering the ‘Long Civil Rights Movement,’”
engages with other critics of the Long Movement thesis and asserts “it is possible—and
necessary—to appreciate the distinctiveness of the modern phase of the movement while
simultaneously recognizing its deep roots.”7
For the most part, I agree with Hall—the over-adherence to classical Civil Rights
Movement narratives narrows our understanding of Black political activity. At the same time, I
would like to attend to the larger Black American narrative that steers away from a focus on
citizenship to greater self-determination in the late 1960s and 1970s. Such a shift makes room for
the Black Panther Party and its Oakland Community School. Like Hall, I see that these roots
predate the 1950s, but like Arnesen, I recognize that periodization allows one to recognize the
distinct prevailing political aims of a movement or era. More important than the periodization
itself is the history that led to the development of the Oakland Community School. Mindful of
this, I take up the task of exploring different aspects of self-determination in African American
history. While the popular Civil Rights fights sought protections under the banner of U.S.
citizenship, those in many nationalist, internationalist, communist, or blended versions of Black
political life have argued for a broader sense of Black autonomy—a space for self-governance as
a transformative response to centuries’ worth of oppression. This section, then, is an attempt to
track these arguments in phases, beginning first with a brief look into self-determination
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struggles before 1900 and continuing through 1980. The bulk of the content covers 1900 to 1980
with specific attention to the following periodization:
• early 1900s;
• the period between World War I and World War II (interwar period)
• early Civil Rights era (late 1940s through 1965); and
• the Black Power era (1965 to 1980).
These markers highlight African American historian Robin D.G. Kelley’s concept of Exodus in
Freedom Dreams: The Black Radical Imagination.8 While some organizations sought a
metaphysical exodus to heavenly places, others organized for a complete departure from the
United States to the African continent, and still others considered their escape through creative
and ideological struggle. Using self-determination as the conduit for exploring claims of
nationhood, land, community control, political and social autonomy, and/or emigration, I
consider the physical and mental exoduses of the larger part of the 20th century.
One of the foundations of Black Power is the concept of self-determination. Generally
speaking, self-determination on a collective level refers to a group’s ability to establish its own
governmentality, officially or unofficially. It is the idea that a group mobilizes through selfsufficiency and organization toward a specific end. Within the diverse contexts of Black
America, self-determination occupied space across cultural, economic, and geographic
conversations, as various activists attempted to leverage change at each point in the Black
Freedom Movement.9
While the concept of self-determination held a significant presence in the 20th century, its
roots in Black life in the Americas run much deeper. In Black Marxism: The Making of the Black
Radical Tradition, Cedric J. Robinson asserts that the major danger of viewing Black radicalism
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solely through a Marxist lens is that it ignores or understates the contributions of Black people
and Black communities. Robinson argues that “Marx had not realized fully that the cargoes of
laborers also contained African cultures, critical mixes and admixtures of language and thought,
of cosmology and metaphysics of habits, beliefs, and morality.”10 He supports this argument by
tracing Black organization and resistance to self-sufficient Black communities in precolonial and
early colonial Latin America. Prior to the US colonies, groups of African people broke free of
European powers and negotiated with independent nations on their own terms. Entire groups
organized revolts in the 16th and 17th centuries in Venezuela, Mexico, Panama, and Colombia. In
time, maroon communities appeared, including the quilombos of Brazil or the palenqueros of
Colombia. While such communities did not deploy the terms “self-determination” or “a nation
within a nation,” they lived them. Maintaining their own cultures, economic systems, and land
use, the early maroon communities of Latin America and the Caribbean serve as a clear example
of Black self-sufficiency in the Americas.
19th Century “Back to Africa” Movement
In her dissertation, Black Separatism in Contemporary America: Evolution of an
Ideology, scholar Barbara O’Connor evaluates the extended conversation about Black selfdetermination. She analyzes a tradition of Black separatism back to the colonial period, but she
really begins her analysis in the 19th century. In the antebellum period, different Black thinkers
posited claims about the status of Africans in America. Black abolitionists were keen on ending
slavery, and many of the Northern salons of their day were filled with discussion of Black
education, land acquisition, and their role as a political force as taxpayers and contributors to the
American system. Other liberation thinkers discussed the idea of nation-building within the
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contexts of emigration—a separate space for Black people away from the United States.
O’Conner notes that as early as 1800, an enslaved man by the name of Gabriel Prosser
“conspired to gain control of Richmond, and perhaps the whole state of Virginia. His purpose
was to set up a black commonwealth.”11 Prosser and his co-conspirators’ attempt was thwarted,
and they were killed. Also during that year, a freed Black man by the name of Denmark Vesey
made an appeal for separation. In 1821, he began to organize his plan. When his plans were
discovered and thwarted, 42 people were banished, and Vesey—along with 34 others—was
executed. Finally, in 1831, the famous Nat Turner attempted to “organize a black state in
Virginia.”12 The rebellion was so powerful that it drew counter-forces of more than 3,000 armed
whites. Nevertheless, Turner’s efforts were also thwarted, claiming more than 200 lives.
Shifting from rebellion to more political initiatives, abolitionist Martin R. Delaney began
one of the major iterations of a Back-to-Africa movement. Advancing the notion of “Africa for
the Africans” Delaney visited Liberia and engaged in debates with escaped slave and abolitionist
Frederick Douglass, who vehemently opposed a move back to the motherland. On the contrary,
Douglass thought it best to gather support from the Black diasporic communities in the Americas
and the Caribbean as an opportunity to build Black sociopolitical power in the United States.13
Douglass was not alone; David Walker, a free man who was born in North Carolina and resided
in Boston, also argued that the United States was as much Black enslaved and free folks’ as it
was white Americans’.14 He advocated for a violent upheaval of slavery and cautioned white
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enslavers to free the enslaved peacefully. While he did not take on Douglass’s more diplomatic
approach, Walker certainly stood in resistance to white supremacy and the exodus or colonialist
approach to Black liberation.15 These pre-Civil War arguments about separatism vs. inclusion
foreground subsequent arguments in Black American political discourse about questions of PanAfricanism, Black self-government, and citizenship. While Delaney was bent on exodus via
emigration, Douglass sought to build Black diasporic powers for full citizenship in the United
States.
Interwar Self-Determination
By the 1920s, the “Back-to-Africa” movement gained considerable momentum under the
direction of Marcus Garvey, Jamaican-born activist and founder of the United Negro
Improvement Association (UNIA). A strong Pan-Africanist, Garvey sought to unite the
dispossessed Black people in the diaspora to return to Africa for political and cultural
revitalization. Cedric Robinson asserts that the UNIA’s “dominant ideology was eclectic:
incorporating elements of Christianity, socialism, revolutionary nationalism, and race
solidarity.”16 Because of its international reach, the UNIA was the largest Black American
nationalist organization to date. Garvey advocated for a form of Black capitalism as a means of
securing power across the diaspora, gathering significant support from Black folks in the United
States and West Indies. Self-determination under this direction embodied a twist on prevailing
economic and political systems with greater attention to the needs of African-descended peoples.
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Perhaps equally or more impressive than Garvey in their articulations of his vision were
his previous romantic partners: Amy Ashwood Garvey and Amy Jacques Garvey. Garvey’s
marriage to his first wife, Amy Ashwood, might have been short-lived, but this by no means
shrank her political engagement. She continued her ex-husband’s oratorical appeals to Black
nationalism.17 She also extended the call to Pan-Africanism, serving as a representative and
invited speaker of the Fifth Pan-African Congress.18 Amy Jacques Garvey, Marcus Garvey’s
second wife, took up the written work of the UNIA. Jacques Garvey might not have matched
Ashwood’s oratorical prowess, but she maintained the UNIA’s The Negro World publication
after her husband’s deportation to Jamaica in November 192719 She also provided an
intersectional approach to the newspaper, taking up the nationalist cause within conversations
about women’s roles in the movement, even as she critiqued masculine fragility. These women
were not alone. As the second World War began to take shape, another group of women fought
for self-determination through an Exodus to West Africa.
In Set the World on Fire scholar Keisha Blain argues that the Black nationalism of the
1920s was not limited to Garvey and his masculinist adherents.20 She opens with an account of
the political activity of both Amy Ashwood Garvey and Amy Jacques Garvey, Marcus Garvey’s
ex-wives. Moreover, she argues that Garveyism gave birth to a newer iteration of Black
nationalism—the Peace Movement of Ethiopia (PME)—that was focused more on the working
poor than on the Black bourgeoisie. Founded by Mittie Maude Lena Gordon in 1932, the PME
embraced a largely Islamic undercurrent that diverged from Garvey’s mostly Christian
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following.21 Despite the religious differences, the organization, much like Garvey’s UNIA,
actively fought to relocate Black people to West Africa. While the PME was the largest Black
nationalist organization to be founded by a woman, it maintained a patriarchal order. The group’s
constitution expressly stated that women could only preside over chapters where there was not an
acceptable male option. Even as the organization provided political opportunities for Black
women, it narrowed its scope of leadership.22 Nevertheless, despite these masculinist
concessions, the organization went on to garner nearly 400,000 signatures for a petition to
emigrate Black Americans Liberia in West Africa.23 The number of signatures is testament to the
organization’s numbers, geographic reach, and political appeal.
Whereas Black nationalism via variations of Black capitalism characterized the UNIA
and the PME, the African Blood Brotherhood and the Communist Party International
promulgated a much more anti-capitalist version of self-determination. With regard to the
concept of self-determination, Robinson articulates the ways the Communist Party leveraged
self-determination to gain Black support in the broader anti-capitalist struggle. Robinson and a
host of Civil Rights scholars suggest that the Communist Party saw Black people in the Black
Belt region of the United States—a series of counties with large Black populations stretching
from Texas to Virginia—as a nation within a nation.24 Their purpose was to increase
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participation by acknowledging the Black freedom struggle as a crucial component of the
proletarian revolution. Fortunately for the Communist Party, the idea worked. The interwar
period saw the greatest boost in the party’s Black membership. On the surface, much of the
ideology followed the nationalistic frame, solidifying Stalin’s extension of Lenin’s earlier
nationalist projects toward self-determination within the Soviet Union and beyond. Nevertheless,
in some cases, these claims operated more as theories than practical guidelines. The
COMINTERN’S proclamations to Black people garnered more Black members, but many US
branches often ignored the on-the-ground impact of white reprisals against Blacks.
Foregrounding with Black people white supremacy and white sustainability over racial and
economic equality, some white members of the party forsook their Black co-workers.
Consequently, a number of AFL-connected unions across the communist/socialist spectrum in
places like North Carolina and Alabama supported the interests of white union members through
the 1920s and 1930s.25
Black responses to the Leninist/Stalinist rallying cry for Black Americans diverged
sharply from the party line. In his tome The Crisis of the Negro Intellectual, critical scholar and
activist Harold Cruse spends a significant amount of time interrogating Black responses to
communism.26 He cites leaders like Marcus Garvey who vehemently opposed the Communist
Party’s recruitment efforts in the early 1920s: “I am advising the Negro working man and laborer
against the present brand of Communism…as taught in America, and to be careful of the traps
and pitfalls of white trade unionism in affiliation with the American Federation of white workers
or laborers.”27 However, members of the African Blood Brotherhood (ABB) took a more
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positive approach to communism. Founded by West Indian radicals Cyril Briggs, W.A.
Domingo, and Richard B. Moore, the ABB sought to establish a Garvey-like nation-building
project within the United States, thus advancing the self-determination stance of a “nation within
a nation.”28 In addition, the ABB saw itself as primarily a revolutionary nationalist organization,
employing much of the ideological frameworks of the Communist Party’s Third Period, the
Communist Party’s latest political turn that promised to radicalize the working class and unions
against global capitalism. Both Harold Cruse and Cedric Robinson note how the Communist
Party’s presence in this period pitted the ABB and the UNIA against each other, thus creating
divides within Caribbean Black circles and African American circles.29 African and Africana
studies scholar Minkah Makalani traces the ABB’s rise and fall and argues that its ties to the
COMITERN were less about being used and more about sharing an anti-capitalist/antiimperialist framework. Regardless of the shape of their relationship to the Communist Party, the
ABB is still given credit for Garvey’s defeat. After essentially providing the necessary material
to have him deported, the ABB developed the bulk of the COMITERN’s language regarding the
“race question” and the Black Belt Thesis.30 Nevertheless, the ABB’s largely masculinist culture
and male membership left nearly no room for women, and thus a number of Black women
communists became actively involved in leftist politics in other spaces, most often in the years
following the second World War.
WWII and Post-War Self-Determination
There have been few, if any, clear paths to a singular ideology of Black self-autonomy.
Throughout Black American history, at least two lines have characterized these ideological
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divisions. In The East is Black: Cold War China in the Black Radical Imagination, cultural critic
Taj Robeson Frazier articulates this in his retelling of the story of Vicky Garvin. The entire work
follows the respective experiences W.E.B. DuBois, Shirley Graham Dubois, Robert Williams,
Mabel Williams, and Vicky Garvin as they navigate Communist China during the Cold War.
Frazier’s account of Garvin is important in that it also speaks to the complexity of Black political
thought in the twentieth century. Garvin became involved in the US Communist Party and labor
organizations in the midst of the second World War. In the 1960s, shortly after the terror of
McCarthyism, Garvin left the US to pursue internationalist causes. By 1964, she had moved to
China to teach English language courses. In her courses for Chinese students, she framed the
discourse around Black political history. She developed a dichotomy, arguing that Black
organizing in the United States has always involved two political threads: 1) the radicals who
saw themselves as enemies of the conservative, capitalist state; and 2) the
accommodationists/assimilationists who attempted to fight for rights within the realm of the
state.31 While her argument might have narrowed the discussions of Black liberation and ignored
some overlapping political threads, it still speaks to the reality that there has never been a
singular, unified Black thought in the United States.
As a Black woman communist, Garvin speaks to the presence of Black women in the
fight for Black liberation. Her story is evidence of Black women’s engagement in large-scale
political organizations, and her work in China further elucidates this claim. As a critical
pedagogue, Garvin was embedded in everyday Chinese culture for over a year.32 More broadly,
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Garvin is an important figure as she was a longstanding activist in the Black Freedom movement.
In her chapter entitled, “From Communist Politics to Black Power: The Visionary Politics and
Transnational Solidarities of Victoria ‘Vicki’ Ama Garvin,” Ethnic Studies Professor Dayo F.
Gore argues that “Vicki Garvin played a leading role in the six decades of struggle that marked
the shift from Negro civil rights to black liberation. . . . Garvin provides an important window for
understanding the significant channels of influence between the Old Left and the New Left and
between black radicalism and the black freedom struggle.”33
It should come as no surprise, then, that Garvin would be able to articulate the tensions
between Black accommodationist and Black radical struggles; she saw them played out through
her various roles. Garvin’s tenure in the struggle included affiliation with the Congress of
Industrial Organizations (CIO) and the National Negro Labor Council (NNLC) before she
worked in Ghana and China in the 1960s. In the 1970s, she was involved in the Third World
Liberation Front. Politically, Garvin’s political record stands at the intersection of race, class,
and gender advocacy. Moreover, she provides a strong argument for understanding the necessity
to move beyond a rigid telling of Black freedom movement periodization.
Garvin is not the only person to represent the long arc of the Black freedom struggle. In
“The Black Power Movement: State of the Field” Black Power historian and public affairs
professor Peniel Joseph provides a historiography of Black Power scholarship from the 1970s
until 2009. 34 Joseph praises Civil Rights historian Timothy Tyson’s biography Radio Free
Dixie: Robert F. Williams and the Roots of Black Power for its periodization of Black Power. 35
Tyson’s book tells the story of the gun-wielding Monroe, North Carolina NAACP leader Robert
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F. Williams and his wife and radio show co-producer, Mabel Williams. The Williams duo
functioned as an anachronistic thorn in Civil Rights era purists’ sides. Their legacy crosses the
classical Civil Rights Era and classical Black Power era delineations. They disrupted notions of
NAACP respectability through Robert Williams’s commitment to armed self-defense. His
militant nationalism was the equivalent to that of his more popular contemporary, Malcolm X,
and the groups that Williams later presided over and eventually resigned from, the Revolutionary
Action Movement and the Republic of New Africa. Peniel Joseph praises Williams, who, Joseph
argues, “emerges as both a civil rights maverick and an early and eloquent proponent of black
power’s ethos of armed self-defense, political and cultural self-determination, and radical
internationalism.”36 At the same time, the Williamses can be characterized as revolutionary
activists, flirting with communism and multicultural or internationalist positions.37 However, in
his extensive biography of Williams, historian Timothy Tyson suggests that Williams serves as a
key figure who connected the cultural, political, economic, and revolutionary ideologies that
characterize Black Power discourse in the 1960s and 1970s.38 Williams objected to the heavily
Marxist elements of the revolutionary nationalist theory that ignores race, and he questioned the
narrow fixations of the territorial nationalism that demanded separate land within the United
States. Reaching back to Pan-African liberation, Williams is another complex example of Black
Power ideology and practice.
One of the most popular voices within the discourse surrounding post-war Black
nationalism is Malcolm X. The son of Garveyites, Malcolm X, a convicted petty thief, was
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initially drawn to the militancy, intellect, and territorial nationalistic leanings of the Nation of
Islam (NOI) while in prison. In Malcolm X: A Life of Reinvention, the late Columbia University
Professor Manning Marable recounts how Malcolm X was influenced by NOI leader Elijah
Muhammad, who declared that Black folks were the Asiatic peoples who must reclaim their
rightful place of power.39 As Elijah Muhammad slowly incorporated elements of “true Islam”
into his doctrine, his position shifted, but he initially demanded that the United States
government release land to the descendants of enslaved Black people in the South for purposes
of political and economic development.40
Malcolm X, whose positions often changed as a result of his studies, travels, and
experiences, eventually transcended the strictures of location and the ideological positions of
Elijah Muhammad. Marable recounts how in March of 1964, the popular leader officially
announced his departure from the NOI. The “reinvention” of Marable’s subtitle foreshadows the
story of a man who was consistently evolving. Detroit Red’s journey to become Malcolm
X/Malik El Haj Shabazz was an important one. Where the Autobiography of Malcolm X
embellishes on some of the details of Detroit Red’s earlier life, Marable’s piece reveals that
Malcolm experienced a significant evolution over the course of his life. In widely-quoted
speeches like “The Ballot or the Bullet,” Malcolm X asserted that “if we try and establish some
industry in our own community, then we’re developing to the position where we are creating
employment for our own kind.”41 This perspective of economic stability reveals the power of
self-determination at work. In the speech, he further argued that Black nationalism helps “the
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black man re-evaluate himself,” and self in this context reveals a collective Black self. Brother
Malcolm was thus discussing elements of community control and forms of self-sufficiency based
on economic stability in Black communities. Such an approach still maintains a degree of
territorial nationalism, but it existed absent recognition from white powers.
Just two months after “Ballot or the Bullet,” Brother Malcolm appealed to the
Organization of African Unity (OAU) on behalf of the US African members.42 Treating Black
Americans as a nation within a nation—an extension of the African diaspora operating in a
colonial space—Malcolm X asked for OAU inclusion and support. His ultimate goal was to hold
the United States accountable to an international audience through a strength-in-numbers
approach. If the United Nations could investigate the United States for its injustices, the Black
community would have a better chance of establishing economic and political sustainability
within the United States. Unlike Garvey and Elijah Muhammed, Malcolm X did not preach a
doctrine of Black capitalism in his vision of Black self-determination. He appeared to take on
much more of an ideology of Pan-Africanism in his final year that had elements of socialism.43
His pilgrimages also created opportunities for him to reflect on true Islam’s call beyond the
Black population. Some people misinterpreted this realization as Malcolm X’s transition to
integration. Marable, however, argues that “At the end of his life he realized that blacks indeed
could achieve representation and even power under America’s constitutional system. But he
always thought first and foremost about blacks’ interests.”44 Marable reminds us that politically,
Malcolm X might have evolved, but his evolution did not deter his primary focus on Black
Americans. Sometimes, social commentators and activists of his time conflated these ideas.
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Marable tells the tale of a man whose working-class upbringing and Black nationalist roots,
combined with his religious awakening and transformation, made him a proponent for economic
restructuring and Black racial justice. Moreover, Black activists like Stokely Carmichael took up
the mantle of Black Power in subsequent years, drawing inspiration from Malcolm. Mindful of
this, let us transition to self-determination’s role in the Black Power era.
The Black Power Era
In June of 1966, Stokely Carmichael stood on a platform in Greenwood, Mississippi to
protest the shooting of James Meredith, who was in the midst of a long protest walk from
Mississippi to Tennessee. Carmichael declared that cries for freedom were not enough, and he
ushered in the rallying call for Black Power. While this is not the first recorded use of the term,
many consider it to be the turning point in Black liberation history.45 While the lines between
Civil Rights and Black Power are often blurred, those who mark the larger ideological shift of
the later 1960s onward frontload a greater attention to Black nationalism. The year following the
emergence of Black Power, Carmichael and Charles Hamilton co-wrote a book with the same
title, outlining several key tenets of Black Power. The duo spoke to systemic racism and assert,
“Those of us who advocate Black Power are quite clear in our own minds that a ‘non-violent
approach to civil rights is an approach black people cannot afford and a luxury white people do
not deserve.”46 This statement stood in sharp contrast to the popular political stance of the
previous Civil Rights era, and it highlighted the shifting conversations about self-determination
through Black nationalism. Furthermore, Turé (Carmichael had changed his name soon after the
book first appeared) and Hamilton offered an approach that promoted community control and
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similar measures of Black political agency and self-sufficiency as necessary interventions against
white supremacy. Surprisingly, it is also one of the first books to explicitly name institutional
racism, explaining it as something distinct from individual acts of prejudice and white
supremacy. In their articulation of Black Power, Turé and Hamilton explored the political uses of
white power that necessitated such pointed forms of Black political agency. Nevertheless, while
the book paints a broad picture of the overall political shifts that happened during this period, it
misses some of the specific descriptions of varying perspectives and contributions that groups
brought with them to the Black Power era.
Some suggest that nationalism was largely split among three camps: territorial, cultural, and
revolutionary. The remainder of this subsection will deal primarily with cultural nationalism and
revolutionary nationalism.47 Before moving forward, it is important to identify these differing
forms of nationalism.
•

•

•

Territorial nationalism: the belief that part of developing an autonomous state—a nation
within a nation—requires the procurement of land separate from the territory of the
United States.
Cultural Nationalism: the belief that any attempt to liberate Black people must be rooted
in an Africana-centered past. Adherents to this nationalistic approach studied cultural
practices of various African nations, tribes and communities in an attempt to reconnect to
a pre-colonized sense of African self.
Revolutionary Nationalism: adherents to this form of nationalism argued that there could
be no Black revolution without acknowledgement of the interlocking nature of racism,
classism, and imperialism. Black groups engaged in this version of nationalism often
referenced Marx, Mao, Lenin, and Castro.48
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The rest of this section will discuss how a handful of organizations and respective movements
manifested various ideological positions during the Black Power era.
Back to the Roots: Cultural Nationalism
In his 2006 edited collection of essays entitled, Black Power: Rethinking the Civil RightsBlack Power Era, Peniel Joseph and various authors discuss the conflicting voices in the field of
Black Power history. One specific voice that is loud and insistent is that of the cultural
nationalists.49
Kwanzaa founder, Maulana Ron Karenga, is one of the most recognizable names in the
communities of Black cultural nationalism. Kwanzaa is based on the Nguzo Saba—Kiswahili for
“seven principles.”50 These seven principles identify the culturally restorative and generative
practices of cultural nationalism’s focus on understanding uplift. The second principle,
Kujichangulia, means self-determination. It serves as a fitting representation of the history of
self-determination in the Black community as it pertains to the cultural revolution in Black life in
the United States and its connection to African-centered traditions.51 Cultural nationalists
recognize culture as the essential link to the Black past. The leaders at the forefront of these
movements argue that Black people cannot begin a fight for Black liberation through political
revolution until they have identified a strong sense of self that is grounded in African history,
language, traditions, and customs. In one of the earliest extensive texts on Black Power, entitled
New Day in Babylon, historian William Van Deburg writes that “By asserting their cultural
distinctives via clothing, language, and hairstyle and by recounting their unique historical
experiences through the literary and performing arts, cultural nationalists sought to encourage
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self-actualization and psychological empowerment.”52 For cultural nationalists, the popular
activist trends of relegating culture to the periphery was the equivalent of killing the movement,
because absence of cultural preservation and development was the deprivation of the most lifegiving force of the movement.
The most well-known cultural nationalist organization was Maulana Ron Karenga’s Us
Organization, based in California.53 Karenga called for a collective denunciation of European
culture and reasoning, adopting Kiswahili as a non-tribal language of connection to the home
continent. Followers of Karenga argued for a consciousness steeped in Black thought that came
from various African cultural practices. Whereas revolutionary nationalists embraced a more
Leninist/Maoist orientation, Karenga adhered to a strict program of African socialism. In fact,
this frame of community was the impetus for the seven principles of the Nguzo Saba, which
became the core of the Black holiday observance known as Kwanzaa.54 Afrocentric scholar
Molefi K. Asante asserts that Karenga’s primary concern was/is reconstruction—the desire to
connect Black folks to positive images and conceptualizations of Africa and Blackness.55
In We Are an African People: Independent Education, Black Power, and the Radical
Imagination Russell Rickford, historian and scholar of Black studies, discusses the development
of independent Black schools. Part of his discussion includes Karenga’s reach across cultural
nationalist communities. He was the most popular advocate for cultural nationalism overall,
especially on the West Coast. While he supported the call to produce Black culture in the arts,
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his primary concern was reaching backwards to reclaim an African past. On the East Coast,
Karenga inspired LeRoi Jones, whose name Jones eventually changed to Imamu Amiri Baraka.
Baraka stretched his cultural roots backward as well, but he was much more involved with
cultural production rather than an embrace of past cultural practices. Baraka also differed from
Karenga because his work often revealed that the cultural and political were intertwined.56 In the
poem “Black Art” (1966), he called for “airplane poems” that “set fire and death to whitey’s
ass.” The tone carries the militancy that characterizes much of the lay conversations about Black
Power. In the same poem, he also cries “We want a Black poem! And a Black world!” Baraka’s
literary work tried to speak to a hostile environment by taking on a tone of both frustration and
righteous anger. This is largely due to the fact that Baraka wanted his work to be both culturally
affirming and politically vibrant. As an artist activist, he sought to bring the arts to Newark
through the short-lived repertory theater, and he also took on grassroots efforts that mirrored the
community control campaigns that populists and territorial nationalists promoted through the
creation of the Committee for a Unified Newark (CFUN).57 Baraka’s merging of cultural
production and revolutionary political action help us to see the benefits and limitations of each
version of nationalism, thus tearing at the arbitrary divides between ideologies and organizations.
While cultural nationalism might have been a popular thread in the Black Power era, it
was not without its critics. Perhaps the most recurring critique was that cultural nationalists,
especially Us members, promoted a hyper-masculinist ethos and justified it in the name of
Africana-centered traditions. Those who embraced Karenga’s earlier articulations of Kawaida—
“an ideology designed to counter white cultural hegemony through black-centered practices and
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values”—often reified a notion of women’s subservience to their male partners known as
complementarity.58 Such a notion necessitates a “Black first, woman second” reasoning that
leaves little room for a both/and intersectional political belief and practice.
In her recent work, Remaking Black Power: How Black Women Transformed an Era,
historian of African-American women and Black radicalism Ashley Farmer discusses the
contributions of Black women across Black nationalistic lines and divisions. While organizations
like Us, the Congress of African Peoples (CAP), and the Committee for Unified Newark
(CFUN), adhered to the complementarian framework, women within these organizations pushed
at the sexist boundaries of earlier definitions and redefined for themselves what a Kawaida
woman and what Africana Womanism meant to them. In 1969, one subgroup of women within
Us, who called themselves the Malaika, wrote an essay that asserted their definition of an
African Woman. This essay pushed back against the order, and consequently, Us embraced a
more progressive definition of womanhood. Nevertheless, Farmer contends that these new
definitions “about black womanhood lacked the outright disavowal of conservative gender roles
and the critique of prevailing ideological and organizational systems that their contemporaries
produced.”59
In spite of the tensions within cultural nationalism around instances of conflating
sometimes antithetical threads of African thought or its reification of a masculinist gender
hierarchy, cultural nationalism contributed to contemporary Black cultural production, even as it
drew from cultural influences of the past. Moreover, cultural nationalism also bolstered a strong
sense of positive Black self-image that combatted anti-Black depictions of Black people in
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popular media. Through this line, a new wave of Black pride made its way into multiple aspects
of American life, including the arts, education, and politics.
Revolutionary Nationalism in Black Power
Revolutionary Action Movement (RAM). When the masses think of the revolutionary
arm of the Black Power era, one of the first groups that enters the conversation is the Black
Panther Party. Truthfully, when most people think of Black Power in general, they often
associate it with the Panthers.60 The Panthers were one of the largest and longest-lasting groups
of the period, but they were not the only Black revolutionary activists. In 1962, public scholar
and cultural critic Harold Cruse published “Revolutionary Nationalism and the Afro-American,”
in Studies on the Left. Student Donald Freeman issued a call-to-action letter to organize a
nationalist group based on Cruse’s principles, which reached the right audience. Students for a
Democratic Society chapter, known as the Challenge Cadre, read the letter and committed to
Freeman’s cause. The cadre formed a coalition with other student groups in an attempt to take
over student governments, and before long RAM—Revolutionary Action Movement—was
born.61 Their commitment was to self-determination through armed struggle and political
resistance. The organization maintained its status as a student group during 1963, its inception
year, but the following year, they became a larger national organization.
Inspired by Robert Williams and Malcolm X, the young adults who formed RAM called
on both men to be their voices and leaders. Malcolm X was fearful of being associated with the
exiled Williams, so he asked that his connection be kept a secret. The irony is that he was named
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international spokesman, which begs the question: How effectively could he speak on the
group’s behalf if his affiliation had to be kept a secret? Still, the group spread quickly, taking on
education and labor issues. In their support of Dodge Revolutionary Union Movement
(DRUM)—an automobile industry labor organization—they demonstrated the power of
organizing the lumpenproletariat, which is a major implementation of the Marxist-LeninistMaoist conceptualization of class revolution. Though it essentially phased out by 1968, RAM
served as somewhat of a prototype for revolutionary groups that followed, including the Black
Panther Party, the League of Revolutionary Black Workers, the African People’s Party, and the
Republic of New Africa.62
Black Panther Party. Also organized by former student activists—this time from Merritt
College in Oakland, California—the Black Panther Party became one of the most dynamic and
contentious revolutionary nationalist groups of the era. Oddly, founders Huey P. Newton and
Bobby Seale were previously members of a largely cultural nationalist group known as the
African American Association—an organization to which Maulana Karenga also belonged.63
The reason for Newton and Seale’s departure, though, is consistent with their critique of
Karenga: cultural nationalism is a bourgeoisie project among “college boys” that is detached
from the people.64 In October of 1966, they launched the Black Panther Party for Self Defense
(BPP), establishing the organization on the 10-point platform. The two borrowed the symbol and
name of the Lowndes County, Alabama local political party. By the time they established the
Black Panther Party for Self Defense, other similar Black Panther organizations had already been
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established in New York and San Francisco.65 Similar to RAM, this Oakland-based BPP was
committed to armed self-defense, political education, and self-sufficiency. They, too, leaned on a
mixture of Marxist thinkers, especially Mao, and they extended their consciousness to the
analysis and call-to-action outlined in Frantz Fanon’s The Wretched of the Earth (1961).
Treating the Oakland ghetto as the site of colonial tensions, the BPP began their work
through active decolonization efforts.66 The group established political education classes for new
members, health centers/clinics for the poor and elderly, breakfast programs for children,
liberation schools, and eventually the Oakland Community School: the subject of this
dissertation.67 These programs were an integral part of the groups workings, as they fore-fronted
their commitment to engage in revolution through disruption of capitalist oppression. Operating
in the wave of Third World international politics, the Panthers connected with communist, antiimperialist, and anti-racial oppression groups. Though they were a revolutionary nationalist
organization, they provided a model of community control that ran parallel to many of the other
community control efforts of the day.68
In The Revolution Has Come: Black Power, Gender, and the Black Panther Party in
Oakland, historian Robyn C. Spencer argues that the long arc of the Black Panther Party’s
development in Oakland was a powerful space for growth, even as it was riddled with tensions
that had both national and international implications.69 Citing FBI files, extensive archival
documents, and oral history, Spencer problematizes the sexist underpinnings, complex intraparty dynamics, and its commitment to liberation in the midst of COINTELPRO reprisals. Her
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purpose is to capture voices on-the-ground, with greater attention to the party’s many women
rank-and-file members in order to extend beyond prior largely male-centered historiographical
accounts of the organization. Shifting between collective narrative and incisive critique, Spencer
appeals to an audience of intersectional Black Power scholars.
Spencer tells the story of the Oakland headquarters’ development over time that began
with a mostly male membership and grew to be significantly more female. The group was
comprised of a women majority—nearly 70 percent at some points.70 Shortly after his release
from prison in August 1970, Huey P. Newton released an open letter embracing both the
women’s and gay liberation movements. The letter did much to publicly declare the
organization’s shift in politics but did little to actually transform the misogyny and homophobia
that still defined the party on the ground. This awkward tension between public declaration and
individual practices between members was perhaps exacerbated by FBI influence, as federal
agents drafted letters to then Panther interim leader David Hilliard to critique Newton’s stance.71
Despite the growing women membership and Newton’s open letter, men still took on the
majority of public leadership roles, with the exception being Elaine Brown’s season as chair and
the leadership positions held by Ericka Huggins, Kathleen Cleaver, and a few other women.72
Brown’s leadership within the party was not her stopping point. In 1973, she ran for an Oakland
City Council seat on the same ticket as Bobby Seale when he ran for mayor.73 Brown garnered a
significant number of votes but still did not win. To this day, some Panthers argue the election
was rigged. Brown’s and Seale’s involvement in politics begs the question about the role of
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mainstream politics in a revolutionary nationalist organization, as it also tells the story of the
BPP’s complicated relationship with gender politics.
In his review of the field of Black Power studies, Peniel Joseph argues that there are three
phases of the Panthers.74 The first phase runs from its founding in 1966 to 1971, the second
phase from 1971 to 1974, and the final phase from 1974 to 1982. The second phase of the
Panthers, the period in which Brown and Seale ran for local office, came after major conflicts
with federal law enforcement and rival organizations. Some scholars argue that the ideological
range of the Panthers is vast and often times conflicting. One of the causes of these disparate
approaches, with some exceptions (one of which might include the Eldridge Cleaver-Huey
Newton conflict), can be traced to the changes in leadership and the outside factors that
decreased the local membership and changed the dynamics of the party’s missions and
resources.75 As early as 1970—Phase 1—the Panther newspaper reported the closing of chapters,
clinics, and breakfast programs. Archival documents reveal unpaid invoices to organizations and
lawyers’ fees for Huey’s personal and legal conflicts in the third phase starting in 1974.76 The
truth is that the declension of the Panthers was due to a confluence of factors: shifting political
directions and leadership; financial hardships; increased drug sales/use; incarceration;
government interference and reprisals, and decreased membership resulting in financial
instability. A large number of these drastic changes can be assessed against Huey P. Newton
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himself.77 Nevertheless, regardless of the causes of the party’s termination, the BPP’s memory
and resonances remain the most prominent of all activist groups of the Black Power era.
It is no secret that the cultural nationalists and revolutionary nationalists had ideological
feuds. This conflict was the most pronounced in the interactions between the Black Panther Party
and the Us organization. The verbal war went physical on the UCLA campus in January 1969
when two Panthers were murdered by Us members (one of the victims was OCS Director Ericka
Huggins’s husband, John Huggins; the other was Bunchy Carter, a founding member of the
Southern California BPP). Despite their feuds, the groups demonstrated cross-pollination of
ideas. In the 1970s, a number of Panthers took on Afrocentric names; this was even more
common among the Black Liberation Army—the underground guerilla arm of the BPP that split
from the party when Eldridge Cleaver was ousted.78 In addition to these Afrocentric names, Us
members and CFUN members also engaged in anti-capitalist discourse, speaking of a revolution
beyond white European imperialism. Finally, both groups took on masculine posturing that
struggled to hold both a feminist consciousness and Black liberatory consciousness
simultaneously, as if they had to be mutually exclusive. The women in both organizations,
therefore, had to fashion their own solidarity and leadership spaces beyond the patriarchal
contexts. Panther women referenced Huey P. Newton’s open letter advocating women’s
liberation and gay liberation movements as they also described their significant on-the-ground
work throughout the life of the party. Kawaida women had to draft their own language to
reconceptualize cultural nationalist agendas on both coasts. Nevertheless, these
conceptualizations of gender, sexuality, or intersectionality were not inherently built into either
group’s ideological foundations.
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Remixing via Black Self-Determination
The life of Black self-determination in the United States has been a complex battle that
has never yielded a monolith of unified Black political fights. Divergent perspectives on freedom
and liberation are consistent throughout African American history. Black political thought in the
United States has often had to engage with whiteness and white supremacy, as these were the
primary tools that instituted slavery, Jim Crow, and other versions of racial hierarchy. From the
19th century forward, Black Americans redefined self-determination in ways that spoke to the
historical needs of their respective present. Each effort secured a new set of opportunities, even
as it ushered in a new set of reprisals. The insidiously intuitive nature of the systems of white
supremacy and anti-blackness insured that this cycle persisted. Nevertheless, these historical
examples reveal the creative faculties of Black America—the long-standing tradition to fashion
something from nothing—beauty from the ashes that resulted in increased power. This did not
only happen within the realm of politics; it was evident elsewhere. European instrumentation met
African melody and rhythms, and they gave birth to ragtime, gospel, the blues and jazz. The
slave masters’ substandard food allowances and scraps drove enslaved people’s creative culinary
approaches and collective cultural memory, and soon we had soul food. It should be no surprise,
then, that Black political and intellectual pursuits would leverage existing laws and public
policies in conversation with political theory and produce multiple streams of Black political
thought. These two distinct political and intellectual strands were made manifest in Black
cultural, spiritual, and intellectual institutions. Perhaps the most pronounced space for this
example or intertwining was in the realm of Black education. For this reason, we now shift to
Black educational history in the United States.
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Part 2: A History of Black Education in the United States
“Elizabeth Sparks was a part of a group of rebel slaves who held secret literacy sessions in the
slave quarters. The gatherings, known among slaves as ‘stealin’ the meetin’,’ were attended by
free blacks who attempted to teach slaves to read and write.”79
In the introduction, we discussed the tradition of “‘stealin’ the meetin’” that took place
during enslavement—a practice that established a trajectory of resistance in Black life: a long
line of bold and life-threatening engagements with education. Stealin’ the meetin’s connotation
and practice of defiance and resistance was the start of otherwise possibilities in Black
educational spaces.80 What did it mean to steal back education beyond Sparks’s example? The
individual practice of stolen literacy that has been retold most often is that of escaped slave
turned premiere abolitionist, Frederick Douglass. His first autobiography, Narrative of the Life of
Frederick Douglass, recounts his individual successful uses of reverse psychology to trick his
white peers into furthering his literacy.81 His experience is the micro-level of a larger
underground movement of subversive Black literacy within the idea of stealin’ the meetin’.
Douglass’s pursuits and those of the underground movement are among the early steps in the
long journey of Black resistance through education.
In the course of US education history, countless Black families have walked the long
journey of education—vying for state and national attention to obtain education for Black
children as they simultaneously worked feverishly to educate their children in the local context.
In Education of Blacks in the South, 1860-1935, historian James D. Anderson reminds us that
second class education for African Americans was no accident—it “did not just happen. It was
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the logical outgrowth of a social ideology designed to adjust black southerners to racially
qualified forms of political and economic subordination.”82 In his seminal text, Black
Reconstruction in America, 1860-1880, W.E.B. Du Bois retells the history of the Reconstruction
Era, beginning with the identities of Black enslaved people, poor whites, white plantation
owners, and early modern industrial capitalists and the political tensions that divided them. He
begins with a conversation about slavery as a means of exploring the events that led to
Reconstruction and the Jim Crow system that followed it. In his description of the southern
states’ constitutional conventions immediately after the Civil War, Du Bois reveals how in the
fight to procure the promises of full citizenship, newly freed African Americans participated
heavily at all levels of political and religious life. With this newfound citizenship, freedom, and
state protection, Black Americans demanded access to public education for their children as well
as for the children of white citizens. This fight was manifold, but two pressing reasons in support
of public education were compensation for antebellum laws that barred slave literacy and
learning and prevention of efforts by postwar planters to exploit Black children for free or lowcost labor.83 While African Americans’ primary goals were to secure education for Black
children, early conventions in states like South Carolina and Louisiana extended these provisions
to poor whites as a means of providing adequate education for all southern inhabitants.84 In his
essay “Schools for Freedom: The Post-Emancipation Origins of Afro-American Education,” the
late historian of slavery and labor Herbert Gutman echoes Du Bois’s arguments about Black
education from 1861 to 1865. He also discusses the early schools and secret schools that began
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in the pre-Civil War years, some dating back to 1830s. Through their efforts, Black leaders of the
antebellum and Reconstruction eras established a trajectory of advocacy for education that
foreshadowed the critical work of the Civil Rights and Black Power movements’ support and
advocacy for education in the 1960s and 1970s that will be discussed later in this chapter.
Sadly, despite the stalwart efforts of Black leaders during the Reconstruction era, the
national political compromises worked out between the North and the South—specifically
between the Republican and Democratic parties—suppressed African Americans’
Reconstruction-era political autonomy and efficacy. In 1877, the federal government withdrew
the federal troops that had initially been deployed to protect southern Black citizens from white
violence, and the same southern states that initially offered cross-racial political dialogue after
the war now vehemently denied representation and access to their darker-hued residents.
Consequently, African Americans’ efforts to provide universal education for white residents
were diminished by white southerners’ anti-educational discourse. Education itself had taken a
backseat.85 Despite these tremendous blows to Black agency, African Americans remained
committed to education. Small schoolhouses were built to teach the basic three Rs of education
to children. Other schools accommodated adults who never had the opportunity to learn to read,
write, or engage academically under the oppressive hand of slavery. Churches, too, provided
teaching opportunities through Sunday schools. Teachers observed scriptures and religious
exercise in conjunction while teaching basic academic skills. In fact, a number of these schools
became models for white educators who sought to control, and often suppress, Black education
in the South.86
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The above-cited Elizabeth Sparks was born into slavery in Virginia. Because slavery
made teaching the enslaved to read, she was trained covertly by free Black residents. Compared
to some of her enslaved contemporaries, Sparks was blessed to receive her illicit education
during slavery days: “Schools! Son, there warn’t no schools for niggers.”87 In a time period when
formal educational systems were still in flux, Sparks spoke to a growing tradition of Black
literacy by any means necessary. Another Virginia-born educator, Miss Mary Jane Wilson, had
not received any formal education until the war ended. While her educational history was limited
during enslavement, she boastfully recalled her established school in the post-Reconstruction era.
Her father helped her build the school where she taught as many as 75 students at a time. Before
education had a formal role for principals, Mary Jane Wilson became a powerful example of
both an educator and administrator. Perhaps she is something of an early archetype of Black
women educator-administrators.
Much of our understanding of antebellum literacy is structured around the South.
Scholars recover the tales of white abolitionists moving south to teach a generation of Black
folks during and after the Civil War. Less popular is the story of free Black northerners’
struggles to secure education in both the pre-and post-war years. In Forgotten Readers:
Recovering the Lost History of African American Literary Societies, literary scholar Elizabeth
McHenry argues that “this population also faced systematic resistance to their efforts to gain and
exercise their literacy. Like their enslaved brethren in the South, however, they recognized that
reading was a potentially transformative act.”88 Mainstream education historians like Carl
Kaestle speak briefly of the northern struggles for education before the Civil War but rarely
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delve any further into the players, the plots, and the set of these stories of educational resistance
in the South.89
McHenry argues that uncovering traditions of Black readers requires us to look in
creative spaces—beyond the traditional public school channels of education. Just as free Black
people in the South held illicit meetings with enslaved Black folks, the northern Black literacy
movement followed a similar trend. McHenry argues that “churches, private homes, and beauty
parlors” were “sites for the dissemination of literacy and for literary interaction for members of
the black community traditionally excluded from the nation’s elite liberal arts colleges and
universities.”90 Moreover, problematizing our static notion of literacy and education also opens
the opportunity to investigate Black intellectual development through the spoken word. Some
people would engage in literary societies without knowing how to read. In such cases, African
American traditions of oral transmission of knowledge carried similar weight as mainstream
print literacy in these circles. McHenry’s work, for example, tells of Black men and women who
had material read or dictated to them and who were still very much a part of conversations
regarding suffrage and the plans for post-bellum citizenship, just as was common in the South.
Examples of Black literacy within these communities remind us of the reading, writing, listening,
and speaking components of literacy and literary engagement that are consistent parts of the
dynamic Black literacy tradition—elements of literacy that we in public education use to define
literacy more broadly today.
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The Hampton Model
Approximately a decade before the Civil War, while some freed and enslaved Black
people were “stealin’ the meetin’,” another group planned the future of Black liberation. Within
these heated debates were discussions about the future of Black education. The conversations
paved the way for the constitutional conventions of the Reconstruction era. Discussions of the
conventions revolved around the role of what were then termed Negro normal schools or
colleges. Many of these schools were funded and developed by white citizens. Consequently,
while the educational discussions in state conventions foresaw education more broadly, the
creators of predominantly Black educational institutions established a more narrowly defined
idea that began with one major thinker of the period, Samuel Chapman Armstrong, who built a
major institution in post-bellum Virginia, Hampton Institute.
In 1868, Armstrong, a white, former Union Army general, created the Hampton Normal
and Agricultural Institute. James Anderson’s seminal text explains that while the external
appearance of Armstrong’s educational philosophy was one of moral uplift—a form of
socialization for the recently freed morally and intellectually depraved Black people—the
institution’s philosophy was rooted in a retrogressive form of forced Black labor. Influential
Black educational leader, Booker T. Washington, an early student at Hampton, validated
Armstrong’s educational model that would help solidify his 30-plus year reign as the leader of
the “Hampton-Tuskegee Idea.”
Hampton began as a normal school for Black teachers. The initial pathway held no
opportunities for a bachelor’s degree. In fact, many pupils were learning the bare minimum in
academic subjects. Armstrong contended that Afro-diasporic peoples were morally and
intellectually behind Euro-descendent folks, and for this reason, more time should be spent
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developing their moral consciousness through physical labor. Hampton soon expanded beyond
its normal school foundations to also become a trade school. Unfortunately, the focus on physical
labor itself outweighed the degree of skills training in each trade. Students at the school
complained that they were receiving insufficient development in their chosen trade. Instead they
spent inordinate amounts of time working in factories and fields as part of their “character”
education. In short, the institute became a state-approved home base for free Black labor.
General Armstrong’s approach mirrored some of the justifications southerners had made
previously in support of slavery, so it is somewhat perplexing that his greatest adherent would be
a former slave.
In 1881, Booker T. Washington opened The Tuskegee Normal and Industrial Institute in
Virginia. In his autobiography Up From Slavery, Washington describes how he was enslaved
until he was about nine years of age—such an early experience helped him to see the nation’s
transition from enslavement to Reconstruction, and then to Jim Crow. From 1872 to 1875, he
was a student at the Hampton Institute. Up From Slavery recounts Washington’s struggle to
enroll following his 500-mile sojourn of discrimination, homelessness, and continual struggle.
By the time he arrived at Hampton, he was initially rejected because of his unkempt appearance.
After sweeping floors repeatedly for work, he was eventually hired, provided room and board,
and admitted to the institute. The lessons he learned there influenced his perspective on the
relationship between labor and morality.
In Washington’s 1903 essay The Successful Training of the Negro, he took up General
Armstrong’s mantle, boasting of the beauty of free labor and training that the earlier Hampton
students protested against. The text provides examples of students at Tuskegee who “work for
months without any fixed salary or promise of salary, because they have learned that helping
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some one[sic] else is the secret of all happiness.”91 It goes on to offer anecdotes about those who
attended Tuskegee, found well-paying jobs, and became homeowners in order to assert that
Tuskegee’s educational focus prepared students to become economically independent. The text is
accompanied by photos of students working at all different forms of labor, including automobile
repair work, woodwork, and building construction. One photo shows students building the
campus’s Carnegie library. Perhaps the most telling photos are those of students working in
fields as instructors oversee their work. Such visuals create a complex tension. While students
were performing unpaid labor, Washington and the school claimed that it was an investment in
their future. At the same time, these same photos reveal the university’s ability to maintain the
school’s physical upkeep through exploiting the labor of its students. It begs the question: To
what degree and how far were Tuskegee students removed from key aspects of the economic
exploitation of slavery?
Education at both Hampton and Tuskegee reified the philosophy of the schools’
respective leaders. The teachers who were trained at Hampton and Tuskegee were sent into the
workforce, essentially promulgating a limited educational trajectory, and a heavy emphasis on
labor and technical training. Just as the governmental arm instituted a period of retrenchment that
dissolved the educational, economic, and political safeguards established by Black leaders in
Reconstruction, the Hampton-Tuskegee model implicitly and explicitly attacked the educational
gains, as Anderson argues, of “Sabbath schools, free schools, public schools, and [Black]
colleges.”92 The 39 years of Hampton-Tuskegee proselytization might have focused on higher
education, but the degenerative-deficit-based approach to Black education had lasting effects
instead in many quarters of public education, including grade school and normal schools. In the
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preface to the anthology Teach Freedom: Education for Liberation in the African Tradition,
former SNCC activist Charles Cobb asserts, “Blacks were being taught to believe in their own
inferiority, to believe that their—our—race itself justified denial of full citizenship rights. To do
this, thought itself had to be stifled in schools, and we were encouraged by the state to do it to
ourselves."93 America instituted a full on assault on Black intellectual thought and development,
and it often enlisted Black soldiers in this fight. For example, in his 1895 “Atlanta Compromise”
address, Washington eschewed Black people’s efforts to engage in pure academic study or
participate in voting/voter registration—stances that ran counter to causes of Black liberation and
autonomy.94 Still, while the strategic denial of Black education is an accepted fact—and an
enduring undercurrent in public education—we must not presume that Armstrong and
Washington’s approaches were ubiquitous. Divergent themes in Black education have persisted
throughout African American history. Black thinkers and predominately Black institutions tell a
story of a complex conceptualization of race and racism in education.
Reclaiming Education
In 1903, just as Booker T. Washington explained the fiscal benefits of industrial
education, scholar W.E.B. Du Bois lifted his voice in his The Souls of Black Folk. Within this
collection of essays, Du Bois opens with lines from popular hymnals within the Black church.
Scholars over the years have most often referenced the text because of its interrogation of the
“color line” at the beginning of the 20th Century. Du Bois explains how racial dynamics since
emancipation placed Black Americans in a precarious situation of “double-consciousness.” The
famous term suggests a sociocultural dilemma wherein Black folks are in the American world
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but not of it: “One ever feels his two-ness,—an American Negro; two souls, two thoughts, two
unreconciled strivings; two warring ideals in one dark body.”95 While these poetic lines have
been cited repeatedly by scholars to discuss the feeling of otherness engendered by racism, such
scholars often miss how Du Bois’s investigation of the color line extends to education. Later in
the book, in his answer to Washington in a chapter entitled, “Of the Training of Black Men,” Du
Bois celebrates “the industrial possibilities of the South.” He also argues “these alone are not
enough.” Moreover, he asserts that labor schools and trade schools should work alongside Black
colleges, stating that “The function of the Negro college, then, is clear: it must maintain the
standards of popular education, it must seek the societal regeneration of the Negro, and it must
help in the solution of problems of race contact and co-operation.”96 In so many words, Du Bois
argued that Black colleges should serve as the intellectual space to mitigate the tensions of
double-consciousness, even as the harness the power of the “second-sight.” They should be the
spaces where Black students have the freedom to think beyond the literal, as they consider the
strategies for living in America while Black.
Du Bois’s arguments about education did not end with Souls. In his reflections about a
speech entitled “The Hampton Idea,” which he delivered at Hampton in 1906, Du Bois continued
his critiques of the narrowness of industrial education, arguing that “a race must have thinkers
and leaders, and for the education of these folk we needed good and thorough Negro colleges.”97
Throughout his speeches, Du Bois at times over-celebrated the role of Black colleges; at one
moment, he downplayed the roles of Kindergarten and what is now referred to as primary
education. Nevertheless, in his 1930 speech at Howard University entitled “Education and
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Work,” he provided some of his clearest insights about the role of the teacher. Du Bois argued
that the teacher “has got to be something far more than a master of a branch of human
knowledge. He has got to be able to impart his knowledge to human beings whose place in the
world is today precarious and critical; and the possibilities and advancement of that human being
in the world where he is to live and earn a living is of just as much importance in the teaching
process as the content of the knowledge taught.”98 This notion of imparting carries a sentiment
similar to what Brazilian scholar Paulo Freire refers to as the banking method in his critically
acclaimed Pedagogy of the Oppressed.99 Imparting suggests that the teacher takes primary
responsibility for transmitting important truths. At the exact same time, the passage also
embodies Freire’s notion of liberation. Du Bois’s lines were a call to action for a teaching force
that recognized that content is not divorced from the lived social and political contexts of
students’ lives. Such a stance prefigures the notions of cultural relevance (to be discussed in in
more detail in chapter 5), as it simultaneously critiques the principles upon which Hampton was
built.
While the weight of Armstrong’s and Washington’s approach extended into the 1920s,
scholars like Du Bois began to deconstruct their arguments about Black education for larger
audiences. He was not alone in his critiques. In her biography of Ida B. Wells-Barnett, To Tell
the Truth Freely, Professor of African American intellectual, cultural, and social history Mia Bay
tells of some of the critiques of Washington. At the turn of the century, Muckraker and antilynching activist Ida B. Wells-Barnett and fellow journalist and activist William Monroe Trotter
began poking holes in the Hampton-Tuskegee philosophy.100 Nevertheless, because of
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Washington’s political, social, and economic power, those who agreed with these detractors were
often forced to live politically cautious lives. While both Du Bois and Wells clearly disagreed
with Washington, they sometimes had to consider the social and economic reprisals he might
visit upon them in response to their honest critiques. Washington himself was not 100 percent
sold on the philosophies he touted. Though publicly critical of Black suffrage and dynamic
intellectual pursuits in his famous “Atlanta Compromise” address in 1895, he secretly donated to
Black voter registration campaigns and attempted to hire Du Bois at Tuskegee in the early 20th
Century.101 If one of Armstrong’s strongest adherents could fall from the true faith of industrial
education, then we should expect that educational institutions under the industrial ideology
would struggle with fidelity as well.
In the lay history of US education, we often recount the U.S. Supreme Court’s 1954
Brown v. Board of Education decision as an attempt to integrate schools in order to save children
from the grossly inferior Black schools of the Jim Crow South. While there are elements of truth
in this narrative, the sweeping articulation misses the nuances of education—important elements
of curriculum and instruction that contributed to academic success. Integration, then, became a
method of enhancing school personnel, which often times displaced skilled Black pedagogues,
suppressed culturally responsive pedagogical approaches, and disbanded sustainable schoolcommunity relationships. In re-telling an uncritical version of the integration story, we silence
valuable voices in the history of Black education—voices whose approaches expand the
pedagogical repertoire for current day educators.
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Interwar Education and Black Educational Thought
Woodson & Schomburg. During the interwar period, several scholars explored the
Black educational struggle, among them Carter G. Woodson and Arturo Schomburg. Carter G.
Woodson—Black historian, scholar, educator, and Black History Month (and Negro History
Week) founder—served as an example of Black intellectual thought in education. He asserted
that continued investigation of Black American contributions and their broader diasporic
connections was a necessary component of education. His advocacy for the Negro History Week
was his initial step towards complicating the Eurocentric canon while affirming student racial
identity and cultural history. Similarly, Afro-Latino-Caribbean autodidact Arturo Schomburg
argued that Black people must study Black history.102 Moreover, he asserted “The Negro must
remake his past in order to make his future. History must restore what slavery took away, for it is
the social damage of slavery that the present generations must repair and offset!”103 These calls
to “remake the past” might be cited among the aforementioned Black males, but the everyday
implications of their praxis were largely made visible through the pedagogical practices of Black
women. From the interwar period to the years beyond Brown v. Board education, a number of
Black women pedagogues merged pedagogical theory with practice in liberatory ways.
Anna Julia Cooper. Like Elizabeth Sparks and Mary Jane Wilson, Anna Julia Cooper
was also born into slavery in 1858. In Black Intellectual Thought: The Missing Traditions of
Anna Julia Cooper, Carter G. Woodson, and Alain Leroy Locke, curriculum scholars Carl Grant,
Keffrelyn Brown, and Anthony Brown tell of Cooper’s trajectory. Cooper learned to read at the
home of the family her mother served. She received more formal training at the St. Augustine’s
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Normal School. Early on, she noticed educational divisions by sex: while her male peers were
able to engage in the classical education afforded future serious scholars, the educations of
Cooper and other young women were limited. Upset by this unfair treatment, she challenged the
order, and the principal changed the school rules.
Cooper went on to study at Oberlin College, earning a master’s degree in 1884,
graduating alongside another famous Black political thinker, Mary Church Terrell. As a
pedagogue, Cooper shared ideologies with contemporaries like W.E.B. Du Bois and Ida B.
Wells-Barnett. Though she abhorred teaching because it was not her true passion, Wells-Barnett
was an active believer in an approach that explored Black history, achievement, and pride
alongside the utility of literacy and mathematics instruction.104 Cooper shared a similar
perspective—perhaps with less of a sense of pride: “We look back, not to become inflated with
conceit because of the depths which we have arisen, but that we may learn wisdom from
experience.”105 For Cooper, a look at Black history was simultaneously an attempt to carve out a
new future. While this same thread was evident in Du Bois’s work, his major focus was on
education beyond utility. Again, his argument was that education should produce a full
exploration of the parts of humanity—an appreciation beyond the industrial functions of his most
famous ideological opponent, Booker T. Washington. Cooper also operated in this vein,
exploring education for humanistic purposes. Furthermore, Grant, Brown, and Brown argue that
“Humanistic education, Cooper believed, with its attention to the development of the whole child
(e.g., knowledge, character, judgment, disposition, taste)…was the course of study to prepare
‘neglected people’ to believe in themselves, and push back on the propaganda that they were
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inferior and should advocate for full citizenship.”106 Cooper established her education philosophy
on a foundation of Black self-worth and intellectual capability with an attention to holistic
teaching.
Others shared Cooper’s educational philosophy. In Black Intellectuals: Race and
Responsibility in American Life, Historian and UC Berkeley Professor Emeritus William M.
Banks provides a narrative of Black intellectuals from the enslavement forward. Banks tells how
a small minority of Black ministers who were denied admission to universities found intellectual
development in the seminary. Esteemed artist, thinker, and political activist Paul Robeson recalls
his father’s training: “He firmly believed that the height of knowledge must be scaled by the
freedom-maker. Latin, Greek, philosophy, history, literature—all treasures of learning must be
the Negro’s heritage as well.”107 The fact that Black thinkers would draw on European traditions
as a means of liberation is ironic. To what extent does this embody an approach that uses, in
Audre Lord’s inimitable phrase, “the master’s tools” to “dismantle the master’s house”?108
Nevertheless, there is a remix tradition within Black history that has existed since the first
arrival—an enduring heritage of radically reconfiguring Western ideas, art, food, language, and
institutions. From soul food to ragtime, tap dancing to Pentecostal preaching—African American
culture has largely depended on Black Americans’ ability to make something out of nothing and
to draw upon a wealth of resources across the African diaspora to dream anew. Black intellectual
thought in education, then, is an extension of this tradition, as it traces philosophies of education
through Black education history.
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One key area of the 1919-1945 epoch in Black education is the issue of access for Black
students. In their combined work on Black Education History in the 20th Century, Joy
Williamson-Lott, Linda Darling-Hammond, and Maria E. Hyler explore the question of access.
In the midst of the Depression, Black families had to confront existing claims of Black inferiority
and intellectual deficiency. As scientists sought to define intellect, they often oscillated between
biological and environmental designations—both of which framed Black Americans within a
deficit context. In education, this manifested itself in an Armstrong-based cadre of undereducated teachers. Consequently, where the academic and pedagogical training of these teachers
was lacking, students maintained limited access to higher-level curricula. Compound these
factors with low-resourced schools and it becomes clear why there was a growing trend towards
desegregation by the 1930s.109
In the midst of the growing desegregation sentiment, however, some still advocated for
separate Black institutions staffed with Black instructors who embraced culturally relevant
approaches. Black colleges earned accreditation, and Black grade school children attended
schools in large numbers—even in the midst of Depression-era economic struggles. In fact, their
attendance numbers were comparable to white students. Recognizing these factors and several
needs among Black students, DuBois argued that white educators and predominately white
institutions reinforced inferiority complexes before instilling psychic coping mechanisms.110
DuBois’s opinion, however, was an unpopular one. The NAACP, initially supportive of
DuBois’s arguments, took an official stance in favor of integration. Consequently, the postWorld War II years saw an increase in the liberalist view of integration, thus establishing a
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pattern of desegregation fights that paved the way for the Brown v. Board of Education decision
and beyond.
What the Brown decision missed was the ways that many Black schools affirmed
students and challenged them during the Jim Crow era. In Their Highest Potential: An African
American School Community in the Segregated South acclaimed historian of education Vanessa
Siddle Walker tells of the Caswell County Training School in North Carolina that operated from
1934 to 1969.111 The school thrived before desegregation efforts, challenging the assumption that
all segregated Black schools were inherently inferior. Siddle Walker asserts that the
“environment of the segregated school had affective traits, institutional policies, and community
support that helped black children learn.”112 Teachers were active in the community, and they
maintained a cohort model to build relationships over time. Her important work uncovers the
oversimplification of the Brown v. Board of Education decision and its implications in Black
life. Still, the rhetoric that provided for the Brown decision also signaled a change in public
education for many years to come.
Liberatory Education in the Civil Rights Movement
In his introductory essay of the anthology, Teach Freedom: Education for Liberation in
the African-American Tradition, Civil Rights historian Charles M. Payne continues to trace the
spirit of stealin’ the meetin’ in his research on SNCC and SCLCs pedagogical work. With a
framing ethos of “educate to liberate,” Payne asserts that several types of Black education
comprise emancipatory education for Black children. Moreover, he reduces the ideological
threads to two channels that mark the larger arc of the Black Freedom Movement: “One is the
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stream consisting of Citizenship schools, Freedom schools, and their successors. The other
would be initiatives in the tradition of cultural nationalist or African-centered education.”113
Within the older periodization model from Civil Rights to Black Power, the former stream
coincides with the time period and prevailing ideological veins of the Civil Rights Movement.
The cultural nationalist or African-centered stream is consistent with both the Black Power era,
and the subsequent Africana-centered educational institutions that persevered through the 1970s,
1980s and 1990s.114 These streams, one might argue, elucidate an enduring confluence of Black
racial pride, social awareness, and political acuity among Black Americans since the days of
enslavement. Anti-lynching activist Ida B. Wells-Barnett’s approach was testament to this
history. Though she was not shy about her dissatisfaction with the profession, she still espoused
a pedagogical framework of cultural and social relevance—all of this prior to the close of
Reconstruction. Scholar W.E.B. Du Bois, too, even in his critique of the Hampton-Tuskegee
model, advocated for expansion of Black universities as a means of instilling racial pride,
cultural (re)production, and intellectual development beyond the necessities of the manual
arts.115
Nevertheless, in terms of the Civil Rights project, the convergence of these two streams
was less pronounced. Payne’s research suggests cultural relevance was very much embedded in
Septima Clark’s praxis. Clark, renowned for teaching at Highlander Folk School in Tennessee
and the Citizenship Schools of the Student Nonviolent Coordinating Committee (SNCC), taught
adult literacy and civics competency in order to secure Black voter registration in the Jim Crow
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South.116 Clark’s use of dry-cleaning bags to construct sentences related to her pupils’ everyday
lives portended the more constructivist undertones of culturally relevant pedagogy: a coconstructed experience wherein teacher and student build new knowledge through engagement
with students’ historical arc and daily lives. Cultural relevance and cultural nationalism cannot
be conflated, however. Whereas the former is embedded in a pedagogical project of cultural
competence, critical consciousness, and academic success, the latter attempts to instill an
Africana-centered mindset through investigations into an African-American and African past.117
Furthermore, this approach attempted to combat the racial inferiority inherent in Armstrong’s
longstanding philosophical tradition by supplanting it with images, histories, and concepts that
attest to the contributions of African peoples. Such an approach builds on the traditions of WellsBarnett, Du Bois, Schomburg, and Woodson to look backward as a means of forging ahead.
Septima Clark’s cousin, Belinda Robinson, established an instructional practice that
extended Clark’s culturally relevant approach. She worked at multiple levels with students ages
16 to 75.118 Robinson was not formally trained; her cousin, Clark, was. Despite Robinson’s lack
of credentials, she exercised an everyday folk engagement with pupils within their respective
zones of proximal development. This observation does less to solidify developmentalist theory
and more to unpack certification systems. Many Black pedagogues have increased scholastic
achievement with few resources or little training. The drive toward the end goal prompted their
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creative instructional planning. Consequently, students rose to the occasion. Robinson, as an
instructor in this tradition, built on the creative and intellectually astute practices of
Reconstruction pedagogues. She simultaneously created a model of education that forces us to
rethink our conceptualization of alternative certification in the present academic space. What
dispositions or indicators did Robinson exhibit? What criteria certify that a teacher has the it
factor?119 As true believers of co-constructed learning, “the architects of the program—believed
that the most effective teachers would be the peers of the students, rather than credentialed
educators who might consider themselves superior to their pupils…According to Clark, they
were looking for ‘degree quality people who did not necessarily have a degree.’”120 In this
dissertation, I attempt to explain how this approach, too, is within the tradition of ‘stealin’ the
meetin’—Black and Brown peers engaging in literacy practices as a pathway to liberation.
Clark and Robinson’s work in Highlander and the Citizenship Schools paved the way for
SNCC’s Freedom Schools. Often falsely conflated with the BPP’s liberation schools (to be
discussed in the next chapter), Freedom Schools were an attempt to engage youth in heavy
activist consciousness and practice. Established in the summer of 1964, Freedom Schools, built
upon the previous educational programs of SNCC’s registration campaigns in Mississippi in the
earlier 1960s. In Teaching Freedom: SNCC and the Creation of the Mississippi Freedom
Schools, educational Daniel Perlstein tells of the Freedom School roots during this significant
time in the organization’s history.121 Critical of schools within the South, SNCC and the loose
association of civil rights organizations known as COFO—Congress of Federated
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Organizations—planned the schools under the vision of SNCC activist Charles Cobb. His initial
vision was of a summer residential school, but the organization offered up the suggestion of a
day school. Targeted towards high school juniors and seniors, the program would build the
curriculum based on the experiences of the people they served, which was a technique the
organization adopted from their training under Highlander. They had already examined existing
Freedom Schools in other areas, and then they prepared by hosting a conference with the
leadership of longstanding Civil Rights organizer and SNCC founder, Ella Baker, and
Highlander School founder and educator, Miles Horton. The schools encouraged social action,
drawing upon a wealth of experience of civil rights expertise. Perhaps the model of education
was best summed up by a volunteer: “We didn't have a political doctrine or ideology that we
were trying to impose on the students, but simply ask them why or what is the problem. Then,
how are you going to solve it?”122 This approach was very much embedded in the democratic
foundations upon which SNCC was founded. Perlstein ultimately argues that over time, as
SNCC members adopted the belief in that oppression was inextricably linked to the American
system, the open-ended nature of Freedom School approaches yielded to a more didactic political
educational structure.123
Stealin’ the Meetin’: Black Self-Determination in Education
As I have argued, Black educational opportunity has a history that predates the Civil War.
White America feared the educational attainment of Black enslaved people, and thus executed a
number of anti-literacy laws. This logic contradicted the overly-touted assertion that Black folks
were not human beings—the 3/5 clause being the legal representation of such false claims.
Renowned public intellectual and abolitionist Frederick Douglass asserted that the imperative
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driving slave anti-literacy laws revealed the lie, for no one would ever pass a law preventing
animals from learning to read.124 Recognizing this lie, Black freed folks taught enslaved folks to
read in the South, and Black free folks in the North banded together to fashion literacy, literary,
and broad educational communities, as they were excluded from mainstream institutions.
While the laws governing Black life and Black educational pursuits might have changed
over the next hundred-plus years, the need to engage in resistance through localized educational
efforts did not. In the 1930s, amidst the Depression, Black families poured their energy and
money into guaranteeing the survival of Black schools in the South, even when they were
unfairly taxed to support such public institutions. In the late 1950s and early 1960s, Black
communities organized literacy and civics courses for youth and adults in order to enhance voter
participation that would hopefully increase Black political voice in government. As we will
discuss in the next chapters, from the 1960s until the early 1990s, Black communities organized
independent schools, frustrated by the reneged upon promises of desegregation and educational
equity. Such schools combined a sense of positive Black identity with a spirit of selfdetermination. Tracing these stories is necessary, as it provides a context to understand the
ancestry of the Oakland Community School along with similar Black educational local
movements that marked its days of operation. Perhaps such histories can aid in our meta-analysis
of the Black educational present, as they elucidate examples of Black resistance in the face of de
jure and de facto educational inequity.
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Chapter 2—Black Power, Oakland, and the Roots of the Oakland Community School
Part 1: Black Power in Education from East to West
The trajectory of stealin’ the meetin’ that undergirded the earlier stages of the Black
Freedom Movement continued through its latter years. Just as the SCLC took up the mantle of
democratic pedagogy with a Christian focus, predominately Black schools deployed similar
pedagogical methods with more of a “Black nationalist twist.”1 In 1966, the year after Malcolm
X died, and the same year Stokely Carmichael took the term “Black Power” public, Black
political activism began a rapid discursive shift from freedom and its connotation of civic
inclusion to liberation and its ethos of Black self-determination.2 In practice, this meant Black
and Brown Americans leveraged the affordances of the deficit-framed War on Poverty’s dollars
for power and agency in their local communities. In the specific area of education, families of
color fought for the opportunity to determine educational spaces for themselves. Such measures
ultimately provided opportunities for a school like the Oakland Community School to exist. In
this chapter, we will explore how the community control efforts on the East Coast, the Oakland
education politics of the 1960s and early 1970s, and the Black Panther Party’s political shifts
ultimately were all threads in an interconnected web of Black Power in education that culminated
in the Oakland Community School.
Focusing on but one example of this transformed struggle over education, Harlem
residents, for example, after multiple failed desegregation attempts in the city, fought to have
their voices heard when the New York City Board of Education’s plans for a new school, IS 201,
surfaced in the mid-1960s. Initially, the school board aimed to appoint a white administrator to
head the school in order to lure white parents who were unwilling to send their children to school

1
2

Williamson, “Chapter Six.”
Payne, Cobb, and Strickland, Teach Freedom, 65–66.

83

with students of color. The community retaliated—Black integrationists and separatists alike
agreed that the new principal should be Black. Among this membership was social worker and
community activist, Preston Wilcox. As a member of the “Ad Hoc Parents Council” for IS 201,
Wilcox took up Stokely Carmichael’s call for Black Power, urging the parents and community
members to create their own council. Moreover, he asserted that the new council order the larger
school board to “cede to this body its powers over hiring, curriculum, and policy.”3 The
momentum from this collective agency at IS 201 also propelled a new fight for community
control in Brooklyn.4
In 1967, Brooklyn’s Ocean Hill-Brownsville district became the major headline in
community control news. PS 144 and JHS 271 represented schools that were populated by a
largely African American and Puerto Rican population. Within JHS 271, in particular, students
learned about African history and culture, read about imperialist practices, recited poetry from
Amiri Baraka, and discussed the dangers of elitism, white supremacy, and the Black
Bourgeoisie. In his book, Inside Ocean Hill-Brownsville: A Teacher’s Education, 1968-69,
former teacher of JHS 271 Charlie Isaacs explains the political climate that set the stage for the
political struggles surrounding the school and its community-controlled school board governed
largely by elected parent representatives. Isaacs goes on to discuss how at one Board of
Education meeting in 1967, the board president, Lloyd Garrison refused to allow a Black parent,
Lillian Wagner, to speak. The community members were livid and advocated for the woman.
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The momentum built up by the community had now transformed into a People’s Board of
Education, which, after occupying the meeting space for three consecutive days, essentially did
what Wilcox suggested years earlier: demand community control of education.5 Eventually, the
People’s Board selected former integration advocate Reverend Milton Galamison as its president
and issued a public demand for community control, leveraging the support of the African
American Teacher’s Association (ATA).6 Isaacs argues that the Ocean Hill-Brownsville
community was prepared for this work largely because of the organizing efforts of the
Brownsville Community Council, formed in 1964, a council comprised of committed parents,
educators, and community activists. The affordances of this experiment echoed the sentiments
that Charles Hamilton, co-author of the book Black Power, asserted in an article he wrote in
1967: that the school should be considered “‘as a locus for the entire family, year-round, day and
evening.’ In his vision,” Issacs argues, “welfare, pre-school child care, sports, medical care, and
even law enforcement, all under democratic community control, would come into the schools
through a ‘family-community-school comprehensive plan’ that would bring parents in to work as
respected members of the staff.”7 Isaacs’s analysis of Hamilton is essentially what JHS 271 tried
to model. In fact, for a time, the school became a hub within the community. Parents were
involved in the governing board, educational endeavors, and community-connected elements of
JHS 271. The community was concerned that students were seen, affirmed, and respected by
teachers and schools whose curriculum, pedagogy, and school culture reflected their lived
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experiences. This sentiment became the expectation that marked this school and many other
(mostly private) self-governed schools of the 1970s and 1980s.
A key player in the curriculum at JHS 271 was “scholar-activist” Keith Baird. Initially
trained as a linguist, Baird was a founding member of the African American Teacher’s
Association (ATA). In his telling of the events within the community control district, education
historian Daniel Perlstein recounts how Baird was the “director of African American and Latin
American Studies for Ocean Hill-Brownsville.”8 His curriculum focus prefigured the latter
discussions of culture and cultural pluralism that would enter the field of curriculum studies in
the 1970s through the 1990s. According to Perlstein, “Baird never abandoned hopes that
authentic understanding of Africa’s cultural legacy could foster full African American
participation in mainstream American life.”9 While Baird’s approach was shortly lived within
the Ocean Hill-Brownsville community control experiment, it spoke to the relationship of the
college student political movements of the time and its interconnectedness to K-12 education.
This is expressly seen through Baird’s career trajectory; shortly after his time with the
community control district, he became an instructor at the City University of New York’s Hunter
College, along with his appointments at Hofstra and other higher education institutions.
Baird was not alone in his curricular foundation in African studies. Among the staff of
JHS 271 was Afrocentric pedagogue Leslie Campbell who was a key member of the ATA. In We
Are an African People: Independent Education, Black Power, and the Radical Imagination,
history and Africana studies professor Russell Rickford recounts Campbell’s story within the
contexts of the Ocean Hill-Brownsville events and within the larger narrative of Africana-
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centered schools.10 Campbell stressed that students adopt the cultural practices and history of the
Black working class, as they were the heart of Black American culture. In the midst of the shortlived community control experiment at JHS 271, Campbell was one of many teachers at the
school who fought to affirm students’ racial and ethnic identities as a means of confronting racial
oppression. In the fall of 1968, however, teachers of the larger district’s mainstream union (the
United Federation of Teachers—UFT) led a strike to protest the firing of 19 mostly white
teachers and administrators from the district. Over the course of the tense school year that
followed, significant public and private political battles ensued, resulting in the 1969 collapse of
the community control movement across New York City. Consequently, Campbell was fired
from his position—the transition signaling his name change—Jitu Weusi (Big Black).11 Upon
changing his name, Weusi created his own school, Uhuru Sasa Shule (“Freedom Now
School”).12
We Are an African People retells Weusi’s story and the narrative of Uhuru Sasa Shule.13
Author, Russell Rickford, discusses the struggles of African descendants in the US, recognizing
the failed promises of American education and its impacts on Black children.14 As a response,
Black communities and political organizations fought for equitable education—which, ironically,
was one of the key demands of the integration movement—picking up the mantle to frame
education as both a survival zone and liberatory center for Black Americans.15 Many of the
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African-centered schools combined donations, federal subsidies, and low tuition to create
schools that emphasized academic skills, positive self-image, and decolonizing approaches under
the umbrella of cultural nationalism.16 In his retelling of the history of Uhuru Sasa Shale,
Rickford discusses how it became a “full-time, coed venture serving elementary grades and
preschoolers.” It eventually taught students from ages 3 to 17, expecting a weekly tuition from
families of $5. The school merged “traditional academic subjects and black nationalist
principles.”17 As a Black para-educational institution, it “built on a long tradition of movement
schools.”18 The school’s mission was not merely about cultural relevance; it combined cultural
relevance with the political assertions of self-determination. Such an approach provided a
contrast from earlier freedom schools and citizenship schools, as it picked up on the cultural and
political pedagogical focus of the community-controlled schools. For example, whereas the
SNCC-founded schools had an end-goal of US civic participation, Uhuru Sasa Shale, and
schools like it, had an end goal of an autonomous Black community with an emphasis on
affirmations of Black heritage. Charles Payne argues that the latter pedagogical approach was a
common aftermath of the Civil Rights Movement. The community control experiment might
have failed on the East Coast, but it gave hope to those who sought Black liberation through
education on both coasts.
Beyond Weusi’s school, Rickford also tells of a school established not far from the Black
Panther Party’s Oakland Community School. At approximately the same time that the OceanHill Brownsville community fought to maintain community control on the East Coast, residents
of the predominantly Black East Palo Alto community in northern California were fighting to
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change the town’s name to Nairobi. In 1968, East Palo Alto’s Black population sought to reclaim
their community, giving it the name of an East African capital that represented Black political
autonomy. While they lost the fight to re-name their unincorporated community, they gained a
school of the same name. Frustrated by the quality of her children’s public school education,
mother-activist and former integrationist Gertrude Wilks established a small homeschool in East
Palo Alto.
In 1966, the same year that IS 201 began its community control struggles, on the East
Coast, Wilks began her educational activism through what she called “sneak-ins.” These were
initially an integrationist endeavor that paired Black children with white families during the
week, so that they had the opportunity to receive elite educational resources. Nevertheless, the
students missed the cultural affirmations necessary to support positive self-image. When students
returned home on the weekends, Wilks and community members supplemented this and
additional literacy support through a Saturday school. Over time, she made the commitment to
create a full-time day school within a home. It eventually grew to reach approximately 80
students from pre-K to high school. Under Wilks’s leadership, Nairobi operated on the belief that
“Effective teaching and learning occur, she said, when teachers and students believe in one
another and are not afraid of one another.”19
In a 1975 New York Times article, Wilks discussed how, after her eldest son graduated
high school illiterate, she knew she had to place more of her focus on education. The Nairobi
School began as an effort to reinforce literacy and everyday “survival” skills for Black
children.20 These skills included locking/unlocking the door, cooking, and so on. Wilks argued
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that the school “was born of need. There just came a time when we decided to stop reacting and
to begin creating.” By Nairobi’s sixth year, Washington D.C.’s Institute for Black Child
Development awarded the school rave reviews, even though it had not yet been accredited.
Nevertheless, riding on its reputation and its documented success, Wilks gave parents a moneyback guarantee: “They would positively teach a child to read or they would refund all the tuition
for that year.”21
In order to cover the $6,500 monthly expenses it took to operate the elementary and
secondary schools, the Nairobi Schools Inc. (as it came to be called) depended on fundraisers,
donations, and parent tuition fee—a cost that many could not afford. Nevertheless, the school
persisted into the early 1980s, carrying on the principles of Pan-Africanism in the vein of
Kwame Touré and the renowned cultural nationalist, Maulana Karenga.22 The school was one of
the West Coast Black community’s responses to governmental apathy towards Black students’
education. Regardless of its economic struggles, the school remained open for 15 years.
Rickford’s story tells about a number of schools like Wilks’s—schools that depended upon
predominately Black communities to raise or apply for funds to provide educational
opportunities for students whose needs were unmet in public institutions.23 Wilks, who recently
passed at age 91, opened a door on the West Coast. Her efforts to build Black autonomy, cultural
affirmation, and quality education coincided with the educational efforts of her neighbors across
the Bay: The Black Panther Party.
After examining the role of Black Power, community control, and education in two cases
outlined in Russell Rickford’s study, it is important to look more carefully at the educational
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precursors to the Oakland Community School. Before doing so, I would like to explore the
demographics and political landscape of Oakland education that led to the OCS.
Part 2: Alameda County Demographics from 1960 to 1980
Historians note that with the increase of economic opportunities and housing benefits in
the northern California suburbs, white families moved out of the lower socioeconomic
“Flatlands” of Oakland and into the more affluent “hills” and other Bay Area cities and towns.24
Census numbers attest to this claim as the white population and Black populations in Oakland,
and the larger Alameda County, shifted significantly. According to Census records for the
county, the Black population had grown from roughly 18 percent in 1960 to roughly 24 percent
in 1970. By 1980, the Black population in the county had grown to 30 percent. This increase was
coupled by a decrease in the white population. From 1960 to 1970, the white population dropped
from 75 percent to 67 percent. By 1980, white residents accounted for only 56 percent of the
county’s population.25
Table 1.
Alameda Race in Percent from 1960 to 1980
1960
1970
1980
Race
Non-Hispanic White 74.94%

66.8%

56.69%

Non-Hispanic Black

17.82%

23.8%

30.01%

Asian

1.86%

1.72%

1.98%

Total Latinos

4.81%

7.2%

10.69%

Other Race

.58%

.48%

.63%

Census data from https://usa.ipums.org/usa/
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In the city of Oakland, these population shifts were even more pronounced. In 1960, the
percentages between the two racial groups were more or less on par with the county-wide
numbers. White residents made up 67.1 percent of the population and Black residents made up
22.8 percent. By 1970, the white population dropped to 52.4 percent while the Black population
had increased to 34.5 percent. By 1980, the white population dropped to roughly 30 percent
while the Black population climbed to 47 percent. From these numbers, one can deduce that
much of the white decline and Black increase in Alameda County’s population happened in the
Oakland area during this twenty-year period.26
Table 2.
Oakland Race in Percent from 1960 to 1980
Race
1960
1970
1980
Non-Hispanic White 67.1%

52.4%

34.5%

Non-Hispanic Black

22.8%

34.5%

47%

Asian

3.2%

4.8%

8.4%

Total Latinos

6.5%

6.7%

9.5%

Other Race

.05%

1.7%

6.1%

Census data from http://www.bayareacensus.ca.gov/cities/Oakland.htm

While the published Census data for the Bay Area can track general household income
for the period for various income levels, it does not disaggregate based on race or gender. The
same is true with regards to education level. Consequently, the Census sample data below will
display incomes from disaggregated data for Alameda County. The figures provide insight into
the economic factors affecting residents of families from 1960 to 1980. The racial categories
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listed include Non-Hispanic White, Non-Hispanic Black, Asian, All Latinos, and Other Race.27
While the Asian residents are among the smallest populations in the county in this twenty year
period, they have the highest median income across all three Census years. The white population
is slightly below the figure for Asians. While the Black population was the second largest in the
county—and largest in Oakland more specifically—the Black population consistently maintained
the lowest median family income from 1960 to 1980.28
Table 3.
Alameda Median Income by Race in Percent from 1960 to 1980
Race
1960
1970
1980
Non-Hispanic White $47,481.00

$62,109.00

$60,480.00

Non-Hispanic Black

$24,179.00

$37,389.00

$39,270.00

Asian

$48,917.00

$67,671.00

$67,530.00

Total Latinos

$36,588.30

$48,513.00

$46,500.00

Other Race

$28.927.50

$39,243.00

$42,030.00

Census data from https://usa.ipums.org/usa/

In order to better understand the various demographic factors and their relationship to the
educational attainment of each race, it is important to analyze the educational levels by sex. This
is especially critical when one considers how academic achievement is linked to the mother’s
educational attainment.29 If a student’s mother has graduated from college, there is a relatively
high chance that the student will reach higher levels of education. The data from this Alameda
set shows greater income levels and educational attainment among white women and Asian
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women across all three Census years. Black and Latinx women maintained the lowest in these
categories.
Table 4.
1960 Alameda Educational Attainment By Race & Sex (M/F)
Non-Hispanic Non-Hispanic
All
White
Black
Latinos
Asian
M
F
M
F
M
F
M
F
5th Grade
& Below
8th Grade
& Below
High
School &
Above

3.1%

3.2% 10.0%

8.0% 10.3%

9.8%

3.1%

3.2%

Other
Race
M

F

9.2%

9.9%

14.8% 15.5% 23.2% 22.7% 23.0% 22.9% 14.8% 15.5% 25.3% 21.3%

23.7% 27.7% 12.9% 18.0% 17.0% 16.2% 23.7% 27.7% 16.4% 16.6%
Census data from https://usa.ipums.org/usa/

Table 5.
1970 Alameda Educational Attainment By Race & Sex (M/F)
Non-Hispanic Non-Hispanic
All
White
Black
Latinos
Asian
M
F
M
F
M
F
M
F
5th Grade
& Below
8th Grade
& Below
High
School &
Above

1.9%

2.1%

8.8%

9.9% 14.8% 15.5% 17.8% 19.2% 11.4% 10.6%

5.5%

4.8%

7.3%

7.3%

5.1%

6.1%

Other
Race
M

F

4.2%

4.2%

9.1% 13.2%

30.7% 35.3% 19.2% 24.5% 21.9% 20.2% 31.1% 34.3% 34.5% 29.8%
Census data from https://usa.ipums.org/usa/

Table 6.
1980 Alameda Educational Attainment By Race & Sex (M/F)
Non-Hispanic Non-Hispanic
All
White
Black
Latinos
Asian
M
F
M
F
M
F
M
F
5th Grade
& Below
8th Grade
& Below
High
School &
Above

0.8%

1.1%

3.6%

3.6%

4.1%

5.7%

4.8%

5.3%

9.8% 11.4% 12.6% 14.9%

2.8%

8.6%

5% 12.4%

Other
Race
M
0%

F
0%

4% 1.30%

37.3% 41.4% 26.1% 31.7% 27.9% 28.6% 32.1% 38.6% 45.3% 39.9%
Census data from https://usa.ipums.org/usa/
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Still, in 1960 Black women’s educational levels exceeded their male counterparts, both
Latino men and women, and men and women designated as Other Race. Eighteen percent of
Black women graduated in comparison to the 12.9 percent of Black men (the lowest graduation
rate across all racial groups). While Black men accounted for 10 percent of Black adults with a
fifth-grade education or lower, Black women only constituted 8 percent of this group. Men with
an eighth-grade education or less were 23.2 percent vs. women who made up 22.7 percent, which
is almost equal. Still, when one turns to the highest educational levels, 7.5 percent of Black
women attended college compared to 6.1 percent of men. These numbers are still lower than the
educational attainment percentages of white men and women in 1960. White women with a high
school diploma or higher made up 27 percent of the white educational attainment. White men,
slightly lower with 23.7 percent, still were almost twice as high as the 12.9 percent of Black
men. Both white women and men had the lowest number of unschooled people tied at .2 percent.
White women held an extremely high graduation rate. Of the 41.4 percent of white women who
graduated from high school, 24 percent enrolled in college vs. the 26 percent of white men—the
highest of the entire Alameda population.
Demographic data from 1960 to 1980 reveal much about the changing dynamics of the
region. The Black population was growing significantly in Alameda County—and at an even
larger rate in the city of Oakland—while the white population decreased considerably. Historian
Robert Self observes that this was not merely a case of white flight: white selective self-removal
away from larger influxes of Black people and people of color more broadly. On the contrary,
Self asserts that “Across the breadth of these decades, white suburbanites did not ‘flee’ Oakland.
They were drawn to suburban communities by the powerful economic and cultural incentives

95

behind city building: new housing markets subsidized by the federal government…”30 In short,
they were not running away from Black communities but TO opportunities. Regardless of the
reason, the change in the county’s racial dynamics also meant a shift in economic resources,
which also contributed to Oakland’s economic destabilization. Historian Robyn C. Spencer
observes that “By 1966 the flatlands were facing residential segregation, poverty,
unemployment, and police brutality. It had become a cauldron of discontent.”31
Deindustrialization meant a loss of jobs for all Oaklanders. This was an even larger reality for
Black men, as evidenced by the median income by race and sex in the 1960s and 1970s—a
numerical narrative that consistently shows higher representation of Black women across all but
the highest economic brackets. Black women’s educational attainment also increased
significantly through 1980, but even then, their percentage was only four percent higher than
white women’s attainment levels in 1960. For the 1960s and 1970s, the growth of the larger
Black population is reflected in the growth of Black women’s educational attainment and job
security. Still, the combined economic and educational disparities between Black and white
adults explain the chasm between Alameda county’s—and more specifically Oakland’s—
inequality of educational opportunity and achievement. Compound this with the growing degree
of apathy Oakland Public School teachers had towards Black students and the prevailing deficitframing, and one can see why the Black Panther Party was so adamant about establishing
independent educational spaces.32 Despite these disparities, just as white families depended upon
federal housing affordances to move to the hills, Black families—via the Oakland Unified
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School District—leveraged federal funds for educational opportunities in Oakland. Mindful of
this, let us turn to the educational landscape of Oakland in the 1960s and 1970s.
Part 3: Oakland Public School Politics from 1966 to 1973
Given the city’s socioeconomic disparities and educational history, the Oakland public
schools were not supposed to fair well, and according to multiple sources, they did not.33 By
1969, the year the BPP began opening liberation schools, Black Oaklanders were disgruntled—
upset by the growing inequities between the affordances of white families in the hills and the
economic struggles of Black and Brown families in the southwestern part of region.34
As early as the 1965-1966 school year, the Oakland Unified School District leveraged
federal dollars from the Elementary and Secondary Education Act (ESEA) to fund multiple
programs for students. Many of the Oakland schools were eligible for these funds because they
met the economic criteria as evidenced by the above-cited Census data reflecting a large Black
population with the lowest median income in the county. The OUSD’s programs in the 1960s
and 1970s endeavored to improve the educational quality for its students and families. In its
monthly newsletter, New Directions, the district publicized the activities, events, and programs to
members of the district. Stories reveal an urban district’s attempts to grapple with the
demographic shifts within the city, the unequal distribution of resources, and the location
implementation of the federal integration imperatives.
Under Title I of ESEA, signed in 1965, schools and districts with higher concentrations
of economically disadvantaged students were to receive additional “compensatory” funding
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allocations to respond to a wide array of needs. Dollars might be spent on preschools and Head
Start programs, free or reduced-cost lunches, additional teaching assistants, reduced class sizes,
enhanced enrichment, health resources, parent support, literacy and mathematics support,
professional development, and a host of other resources.35 Oakland Unified applied many of
these resources across its ESEA target schools. After its first full semester of implementation
from 1965 to 1966, Superintendent Stuart S. Phillips reported that the program was “Effective.”36
The comprehensive study Phillips referenced in the article queried parents, teachers, and
administrators while including formative assessment data and large-scale standardized
assessment results. Phillips explained, “The most impressive response to the ESEA efforts was
directed to the use of teacher aides and cultural enrichment activities. Nearly 80 percent of the
teachers and all of the principals felt that the aides were of ‘some’ or ‘much’ value.”37 These
remarks coincided with teachers’ perceptions of literacy progress: “over 70 percent of the
teachers involved said that the students had made ‘some’ or ‘marked’ improvement in reading,
writing, and speaking skills.”38 The district felt confident about its use of federal resources and
was eager to keep stakeholders abreast of its plans.
Over the course of the next three academic years, the district would tout its attempt at
building “human relations.” Entire committees were formed across target schools for this
purpose. A 1967 spring semester issue of the district newsletter reported on a delegation of
elementary students from around the district who were able to engage in dialogue about their
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learning experiences and social experiences. One young Black child confessed “I’ve never really
had the opportunity to talk to white students until today.”39 The photo accompanying the article
shows a table of three white children and three Black children in conversation with a caption that
reads “Elementary school delegates meet to talk of common problems and interests.”40 None of
the students were smiling in the photo, which is perhaps a more telling description of how
students felt. Still, the delegation is an example of one of the district’s several attempts to meet
academic achievement goals with social/psychosocial development and intercultural
communication. Other attempts included field trips that engaged students in local train riding
protocol, trips to petting zoos or on-site mobile petting zoo experiences brought to schools,
career assistants in high school English-Language Arts courses, and summer school experiences
with junior high school students teaching fourth-graders.41
By October of 1969, the district reflected on the past three years of its integration model.
A comprehensive plan for the continuation through year four included a commitment “to
facilitate racial integration” across three areas: “1) Educational programs 2) Human Relations,
and 3) Some extended-day programs.”42 The program provided integration at six school sites,
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and its additional demands, some of which were repeated in the Oakland Unified strike in 2019,
included “additional teachers…for those students who need assistance,” “Planned cultural
enrichment excursions,” and a commitment to “provide students of differing racial and ethnic
groups with an opportunity to observe, compare, and communicate.”43 The human relations
objectives for the year extended these attempts, calling for “effective reciprocal communications
among school administrators, teachers, students, and community citizens.” Moreover, the district
sought to “reduce tension and to develop intergroup understanding” as it also aimed to “develop
a multi-ethnic approach to curriculum.” The wording affirmed language and cultural diversity as
it pushed schools to “acquire more factual knowledge and understanding of the various ethnic
and diverse vested interest groups in Oakland.”44 In 1969, just a year after the development of
the Black Studies program in neighboring San Francisco State, two months after the Black
Panther Party developed its liberation schools, and just weeks before San Francisco State
launched its first full academic year of Ethnic Studies, the Oakland Unified School District made
a written commitment to nurturing the linguistic, cultural, and economic diversity of its
students.45 Such language and initiatives speak to a reality in education: that schools are not
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merely isolated institutions; in fact, they are often an outgrowth of and/or a response to the local,
national, and international sociopolitical terrain in which they are situated.
Nevertheless, for all of its lofty goals, the school district struggled with implementation at
the level of district leadership scale and in individual schools. In his book In the Crossfire:
Marcus Foster and the Troubled History of American School Reform, historian John P. Spencer
traces the late Marcus Foster’s career in education politics until its end in Oakland. He states that
by 1970, shortly before Foster became superintendent, Oakland “was in a state of crisis.” While
the Black population constituted nearly 35 percent of the city’s population, Black children made
up “more than 50 percent of the students in public schools.”46 Spencer tells a story of how Black
families were extremely discontent with the Oakland School District throughout the 1960s.
Eventually a group of Black representatives from various organizations within the community
organized “the Black Caucus” to effect change in Oakland. Spencer’s observations about
frustrated Black parents stand in contrast to the district’s newsletter images of Black children
happily engaged in multimedia literacy and field trips alongside Asian, Latino, and white
students.47 Yet, for all of its utopic visions of intercultural bonding, many of the photos in each
issue reveal the large Black student population in Oakland schools—a district not as diverse as it
envisioned itself to be. And even with the district’s attempts to use ESEA funds for student
academic and social growth, there was trouble in paradise.
In 1969, after the school board elected a white superintendent, Black Caucus members
blocked the doors of the board meeting, demanding the board rescind its decision. Police
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disbanded the angry residents using Mace and arrested a handful who would become known as
the “Oakland Five.”48 James Mason, the white superintendent the board chose, turned down the
position. While the position was still open, Caucus members selected a Black candidate from
New Jersey—Ercell Watson—who also declined. This did not stop the Caucus from searching
further. Frustrated with the decisions of the existing board, other organizations supported the
search, including the BPP and the largely white League of Women Voters.
During this time, the district newsletter changed names from New Directions to Urban
Education. The shift in titles was also an alteration in the publication—an attempt to extend the
newsletter’s focus to the broader Oakland Schools, not only those receiving Title I funding under
ESEA. The new title of the newsletter also marked a shift in content. First, there were twice as
many pages in each issue, and second, the Black assistant superintendent wrote a column each
issue, praising the district’s improvements.49 The latter shift was interesting. Could the new
column represent the district’s attempt to place a Black face in a high public place after local
organizers expressed frustration with district leadership? In the interim superintendent period,
articles appeared with language surrounding “cost-effective” measures in California. The Black
assistant superintendent, William Webster, reflected a growing discourse of business-speak in
education. In the November 1969 issue, for example, Webster wrote that there was an “upsurge
of interest in cost effectiveness as it relates to education,” and “It is the opinion of this writer that
the application of the concept of cost effectiveness to education has been long overdue.”50
Webster’s analysis not only captured a growing trend to quantify education in terms of “the
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quality of the ‘finished’ product, in this case the graduating student”; it also carried a semiprophetic message about the future of education policy discourse.51 He continued, “It is the
feeling of this writer that there will come a day in the not too distant future when teachers,
administrators, and entire school systems will have to justify the amounts of money spent on
education by means of test results and students who are able to achieve.”52 His eager anticipation
not only outlined the eventual roll-out of ESEA in California and the nation, it also served as the
voice in the wilderness for the accountability measures that ESEA would give birth to in
subsequent administrations, namely GOALS 2000, No Child Left Behind, and Race to the Top.53
Webster would not be the last Black senior administrator in Oakland Unified School District to
call for accountability in education.
By 1970, the board tried to redeem itself by selecting Marcus Foster, a Black educator
from the East Coast who had experience supervising difficult districts. Luckily, he was wellreceived at first. Foster’s approach carried some of the Black Freedom Movement groups’ focus
on accountability.54 Frustrated with prevailing deficit views of Black children, Foster asserted
that Black children could and would learn. He created the Master Plan Citizens Committee
(MPCC) to build on the momentum of community participation and to engage all stakeholders in
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the fight for quality education. Foster’s tenure was complicated, though. In many ways, he
empowered parents and community voices, commending them for their commitments to
education. At the same time, he placed the burden of educating children largely on teachers and
parents. By 1973, his tone shifted, as he called out the inequities in funding and the broader
systemic inequities.55 Part of his language changed because of the relatively low test scores
within the district.56 The other reason could have very well been due to the pushback he received
from local community activists.
The community had good reason to pushback. Foster’s tenure became increasingly
complicated when he made a deal with the Oakland Police Department and other law
enforcement agencies. In the 1972-73 school year, an alarming number of assaults took place in
Oakland’s schools, including the shooting of a mother, Mrs. Kay Key, and the stabbing of one
young student, Rita King, at Oakland Tech High School.57 Both murders were committed by
teenagers. In light of King’s death specifically, a student council group of 19, led by three Black
student officers, met in the weeks following the violence to discuss strategies for engaging their
peers in diplomatic solutions to violence. The Rockefeller Foundation agreed to fund the
students’ $25,000 for a year if they could come up with a concrete plan. They also agreed to fund
additional projects at junior high schools pending the success of the initial plan.58 More than 200
Chicano students and their parents also strategized by participating in a boycott. They met with
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Foster to ask what he was going to do about the violence, asserting that they would open their
own community schools if their needs were not met. Foster responded by saying he was working
with the Oakland Police Department to consider solutions, and he did.59 According to John P.
Spencer, the district made plans to spend more than $1 million to involve “police-trained ‘peace
officers’ and ‘safety coordinators’ in selected schools; a new truancy coordinator; and revival of
a student I.D. card program.”60 Many of the Black residents were furious, including Black Power
groups. The BPP essentially called him a sellout. Not only had the district not supported the
needs of educators, it also worked with an Oakland police force that had a reputation for
brutality.
In addition to this partnership with the Oakland PD, the district’s spending also frustrated
the community. An October 1973 article in The Black Panther reported how BPP
representatives, district officials, and community members had reached an agreement before a
potential strike. The American Federation of Teachers’ local and the Oakland Education
Association ratified the agreement. However, BPP member and contract negotiator William
Roberts argued that there was “no honest attempt by the board to provide bargaining
representation for the instructional assistant.”61 In fact, Foster had left the assistants off the
agenda altogether. This absence of bargaining on assistants’ behalf was a significant blow to a
group of stakeholders who had reportedly been the most effective use of ESEA funds in 1966.62
The district’s newsletter revealed photos of many Black women in this role; some of whom had
found increased career opportunities through their district position.63 What does it mean when a
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Black administrator in a predominately Black district ignores the voices of an employee pool that
includes a significant number of Black women?
One Black woman—BPP Chair Elaine Brown, who was a part of the negotiations—was
becoming an ardent Foster opponent. As a city council candidate who gained more than 35,000
votes that previous spring in a losing effort, Brown’s voice still carried considerable weight in
the Black community.64 Alongside Roberts’s comment about the superintendent’s duplicity in
bargaining, Brown contended that Foster colluded with “the pigs” instead of fostering a
relationship with the BPP in schools. The proposed “Coordinated Interagency Action Program
for the Reduction of Truancy, Vandalism and Violence in Select Urban Schools,” which the BPP
abbreviated to “CIA,” increased surveillance and patrolling of schools in a district with a 65
percent Black student population. Bobby Seale, the BPP co-founder, whose popularity and
community support gained enough votes in his mayoral election to challenge the incumbent
mayor, also argued that the funds allocated to the Oakland PD be spent on new facilities and
educational resources, not an enhanced relationship with law enforcement.65 The Panthers were
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not alone in their frustration. In fact, more than 500 educators and community members gathered
to decry the district’s shortcomings regarding misappropriation of funds. Two community
members probably captured the crowd’s frustrations best: “Before you pass any more proposals,
the police plan, let the community in on it.”66
Nevertheless, regardless of these frustrations, Foster pleaded with the larger community
to forego the language that characterized the 1960s when discussing police presence. While he
agreed to lighten up on mandatory ID cards and challenged the use of plain-clothes officers on
school campuses, the conflicts continued. Sadly, in November of 1973, Foster and his deputy
superintendent were shot in the school board parking lot following a meeting. The deputy
survived; Foster did not. Community members were in shock, regardless of their previous
critiques of the superintendent. The group responsible for the murder was the “Symbionese
Liberation Army (SLA)”—a “small group of college dropouts and escaped convicts,
according to Spencer, “looking for a public figure to assassinate.”67 Foster worked and died
within a complicated historical moment. He continued the Civil Rights Movement’s advocacy
for school accountability (meant to combat deficit views of Black and Brown children) within
the Black Power era’s acerbic critique of systems of power. Though he attempted to extend his
accountability discussions to larger systems of power in the last year of his Oakland tenure, his
negotiations with the police and lack of effective communication with the larger community
increased the community’s distrust of the superintendent and the district, which ultimately led to
his death. This is not to suggest that the attack was by any means justified; the Panthers
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themselves regarded the act as a “senseless and tragic assassination.”68 Nevertheless, the
perpetrators seized the momentum from community discontent to plan their attack—a decision
that punctuated the community’s complex relationship with the school district.69
Foster’s tenure reveals two things: 1) his complicated relationship with the concept of
accountability as a Black executive administrator in a predominately Black district, and 2) the
Oakland Black community’s standing commitment to a fundamental restructuring of public
schools and a fight against educational inequity during the Black Freedom Movement. The Black
and Brown communities in Oakland were hungry for more effective schools and schooling.
Black Oaklanders, in particular, had engaged in otherwise possibilities—stealin’ the meetin’—
prior to the Black Panther Party’s youth education programs. Discontented by both mainstream
white and Black answers to the questions surrounding their children, Black parents and educators
sought opportunities to better support their children’s learning. The combination of parents’
hopes, parent and teacher advocacy for children in Oakland schools, the grassroots traditions of
Black educational advocacy within the city, and the broader political trajectory of the BPP
readied the soil for the Black Panther Party’s educational endeavors.
Part 4: BPP Children’s Education and the Roots of the Oakland Community School
We want education for our people that exposes the true nature of this decadent American society.
We want education that teaches us our true history and our role in the present-day society.
Point 5 of the Black Panther Party 10 Point Platform70

Much of this journey in Black education shares a significant connection to 1966. As
Black residents in Harlem attempted to establish community control of IS 201, Gertrude Wilks
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began walk-outs in East Palo Alto, and the call for Black Power spread across the nation, the
Black Panther Party for Self-Defense established its headquarters in Oakland, California. When
founders Huey P. Newton and Bobby Seale initially introduced their 10-Point Platform
mentioned in chapter 1, they articulated a broad educational plan. The BPP developed education
programs incrementally—starting with adults. While political education classes began earlier in
the party’s history, the liberation schools for children did not become a reality until the early
summer of 1969. The liberation schools opened the doors for Black Panther children’s education.
As the party struggled to build a collective consciousness of revolutionary nationalism, it
simultaneously grappled with what it meant to teach their offspring and the greater population of
children near each chapter. This evolving relationship between political platform and educational
praxis for youth education would develop from the 1960s to the 1980s, beginning with Black
Panther Liberation Schools.
The Black Panther Party Liberation Schools
In the summer of 1969, from San Francisco, California, to Brooklyn, New York, Panther
chapters boasted the development of liberation schools that engaged Black youth in the process
of political advocacy within an anti-oppressive conceptual framework. Most liberation schools
that operated during the summer lasted half of the day. Those schools that started earlier in the
day began with a Panther provided breakfast, which depending on location, ranged from donuts
and juice to eggs and bacon. Students would transition to study at roughly 10 am. In Queens,
NY, students began at 11am and had lunch before they continued with the rest of their
instructional period that ended at 3pm. Some sites operated as adjuncts or extra-curricular spaces
to public schools during the academic year.71 In places like Omaha, Nebraska, and Brownsville
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(in Brooklyn), New York, students would attend liberation school at the end of their regular
school day or as Brooklyn Branch member Frankye Adams observed, “after returning from the
capitalist institutions.”72 Regardless of the set-up, liberation schools were intended to be a parttime education focused on the principles and politics of the Black Panther Party.
Content and Curriculum Schedule. In terms of learning content, liberation school
students would engage in their studies of class struggle in a fairly consistent routine. They
learned about important Panther leaders, read about the BPP’s 10-Point Platform, and took field
trips around the neighborhood to learn about the importance of the “Big Family” (a synonym for
“the people”) and its oppositional relationship to state sponsored capitalism. Depending on the
site, students would write letters to political prisoners, shout out responses during class to
demonstrate their recall of Panther leaders, and/or engage in reinforcement of basic skills.73 The
Berkeley and San Francisco sites organized theme days, including Revolutionary Culture, Movie
Day, Revolutionary History, and Field Trip Day.74 Students also had time to express themselves
through art, which most often focused on drawings or paintings related to the concepts they had
been taught. When asked about her drawing, one student replied, “It’s a big grocery store where
they rob the people.”75 From these recollections, one can gather that the summer versions of
liberation schools were somewhat of a secular-yet-political equivalent to Vacation Bible Schools
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in a Black church; the idea was to transmit revolutionary content in terms children could
understand.76
Location: The Political Struggles of Space. Liberation schools were housed in a variety
of facilities, including church buildings, recreation centers, or open classrooms in schools.
Finding locations was often difficult. Sometimes, it had to do with finances or availability; other
times, because of the explicit political orientation of the liberation schools, the places that housed
them were wary of their stakeholders’ responses to the presence of a militant organization. The
San Jose school, for example, had to close and relocate twice because they were kicked out of a
church and a local elementary school. While the church’s reason had more to do with space and
the start of their summer Head Start Program, the elementary school was concerned about what
was being taught. The leaders reported about their confrontation with the superintendent: “Lewis
came in and asked why we had poster[s] of Huey, Eldridge and Bobby up. We had been told to
take down the posters, and we had not so he told us we would have to leave at once.”77 After a
showdown at the school board meeting and a promise to stay if they paid a mandatory $80 fee,
they eventually moved to their third location: a church. While this example might be on the
extreme end of liberation school displacement, it still reveals the complex results of the party’s
ideology and its interaction with public or religious spaces.
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Party Ideology as Pedagogical Practice. These complex relationships between the BPP
and institutions were not new. The party had had a conflicted relationship with the church in the
earlier years. In fact, Huey P. Newton had to publicly address a more nuanced view towards the
church as a potential ally—a strategic political move that contrasted with the earlier newspaper
articles from members who decried churches that turned away free breakfast programs or
liberation schools.78 One particular article in The Black Panther entitled, “Feeding Hungry
Children Vs. Men of the Cloth,” argued “For the men of the cloth who refused hungry children
and endorsed the deceiving torture and thieving of this fascist colony, can only be termed as
prostitutes of Alloto [sic], waiting for more of their virginity to be swept away by corruption.”79
It was often this strand of ideology that marked the early liberation schools. The focus mixed
some Marxist-Leninist-Maoist interpretations of capitalism with a Fanonian discourse on
colonialism. In short, the argument was that Oakland, like the rest of the United States, was a site
of colonial struggle.80 The BPP, as the vanguard of the revolution, was tasked with awakening a
political consciousness in the poor Black and Brown communities of Oakland, so that they could
reach liberation through force. This approach allows us to see the geography of Oakland through
the lens of revolutionary opportunity, and this framework undergirded the teachers’
dispositions.81
Moreover, the militant anti-capitalist and anti-colonial discourse and delivery that
critiqued local institutions as corroborators with larger oppressive institutions is what prompted
the liberation schools. Instructors who had not been formally trained but who were well versed in
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Third World politics utilized direct instruction and basic recall to shape the revolutionaries-intraining. The schools did what they were intended to do: orient the students to the Party
philosophy and forge a sense of political self-efficacy through community interaction. The
students’ writings were testament to this. Upon his release from Prison, Huey returned to a
number of support letters from young comrades. While he was still incarcerated, one 8½-year old
budding revolutionary addressed the party.
Dear Black Panthers,
I think it isn’t right for you to be in jail. Well, you and I know there are bad
people in the world, and the cops and the judge are the same. You didn’t think
for one minute I believed all this hogwash did you? About bombing Macy’s
etc. I’m giving 10¢ and I’ll contribute more too. They’ll keep you in jail for
life over my dead body. I’ll raise over $10,000 someday, somehow but don’t
you worry I’ll do it…
P.S. I’ll be a Panther when I grow up. Please write me.82
This letter was signed by a young Elizabeth Watts. Before fourth grade, Elizabeth was already a
committed contributor who conceptualized the judicial and enforcement arms of the state as “the
same” enemy. Less than six months after Elizabeth’s letter, Huey was released and the San
Francisco Panther cubs were eager to show their support. “Free political prisoners. Free Ericka.
All power to the people…Death to the pigs!” wrote one student. Another less militant, more
endearing, but equally loyal message reads, “Dear Huey, I love you! Huey, I love Huey because
you are beautiful. I am glad our leader is home.”83 The youth had internalized the party
teachings, equating the police, judicial systems, capitalism, and big business within a conceptual
pig pen. As they named their enemies, they stretched their concept of family: Ericka Huggins,
Bobby Seale, Stokely Carmichael, and other political prisoners were kinfolk who had been
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unjustly persecuted by the same constellation of pigs who refused to donate to their daily meals.
From these accounts, it appears that the liberation schools had succeeded in their purpose to alert
students to the Party’s politics and political leaders. These were the concepts that stuck with
students, and it was under this political ethos that the first full-time day school was born.
Children’s House and Intercommunal Youth Institute
The Beginning: The First Full-Time School. Though many scholars trace the Oakland
Community School’s roots to the Intercommunal Youth Institute (IYI) in 1971, Ericka Huggins
dates the origins of the school back to The Children’s House in 1970.84 By January 1971 of the
1970-1971 academic year, the school shifted names before it moved locations. While early notes
and memos date the first full start of the IYI to September of 1971, in a March 1971 printed letter
to Ericka Huggins, one of the early attendees referred to it as the Huey P. Newton Youth
School.85 Another student in the letter referred to it as “The Huey P. Newton Intercommunal
Youth Institute.”86 By August of 1971, students referred to the school as the Samuel L. Napier
Intercommunal Youth Institute.87 Regardless of the specific details of the school’s origin, the
consistent idea is that the Children’s House/IYI was primarily composed of BPP offspring. The
collective home school was a refuge for children whose parents feared reprisals from public
school educators and for families that were disillusioned by the criminalizing effects of public
schools.
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In its earlier stages—the transition from the Children’s House to the Intercommunal
Youth Institute—the Panthers’ school had a small staff. According to planning documents, the
25 or so students were served by eight staff members. The young cubs from ages three to five
were with Brenda Bay, director of the Intercommunal Youth Institute. With a background in
social welfare, Bay handled logistics of the school with other staff members, including Gloria
Smith, who was designated to teach/supervise the six to fourteen-year-olds. Smith had a
background in politics, history, and the social sciences. After college, she received a teaching
credential and took some additional coursework, including a semester of law school. She came to
the IYI from the East Coast. She and her husband, Robert Bay, were active in the Harlem
chapter’s planning prior to the move to California.88 The other six staff members included an
administrative staff of Panther members who handled everything from transportation, food, and
clothing to living accommodations and expensive telephone bills. This staff of eight women
directed and maintained the school for approximately two years and set some of the ideology and
structure that would survive into the Oakland Community School years. Within this window of
time, the staff would shift as more BPP members were moving into the city and others moved
out. Eventually, sometime during the second year of functioning as the IYI, Ericka Huggins,
future school director, would join the teaching staff.89
The initial plans for the institute were built on a heavily communal vibe that
simultaneously accounted for children’s educational needs. The school plan drafted for the
committee included nine bunk beds, clothing and uniforms, two pool tables, basic supplies, a
“ditto machine,” and other administrative/living needs. The general drafts for this plan came
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from their knowledge of the school operations earlier in the school year.90 The school had been
residential for quite some time. Young “comrades” would live at the Institute during the week
and return home on the weekends This set-up allowed for a steady flow of ideas from courses to
engagements with party members.
IYI Curriculum: “What Did You Learn Today, Children?” While the young students
of the school might have had access to one of two official teachers in the earlier years, they were
by no means deprived of educators. Incorporated into the instructional staff plan was a tutorial
component with college students to remedy math and reading struggles. In addition, UC Santa
Cruz Professor J. Herman Blake—co-author of Huey P. Newton’s memoir— and Newton
planned to coordinate staff development opportunities with teachers at similar institutions. In
terms of course work, the subjects of their curriculum, for the most part, mirrored that of a
traditional school. These included science, math, English, and health. One of the elements that
separated IYI curriculum from the mainstream was a course on the ideology of the party.91 In
handwritten planning notes, one person discusses the philosophy: “In order to educate our youth
we must studied[sic] them and ourselves in a very critical manner.” On that same page, they
discuss a “frame work [sic] of a revolutionary intercommunalist philosophy” with the intent to
“enable the youth to thin[k] in a d.m. manner.”92 The “d.m.” here most likely refers to the
concept of dialectical materialism. Panthers adopted this idea from Marxist thought, and their
interpretation of this concept was to have students examine the world through a series of
opposing forces in order to find a solution. So while they emphasized subjects like “English,
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Math, Science…” their purpose was “not only to help the individuals deal with his everyday life
in the world, but also to develop his ability to think, reason in a d.m. manner.” The eventual goal
was to “give the youth [a] way of thinking out of their problem on their own.” This appeared to
be an idea that persisted throughout the IYI and the latter OCS.93
In day-to-day practice, this philosophy played out through a largely predictable schedule.
A typical Monday, Wednesday, or Friday for any student, regardless of age, began at 7:30 am
and lasted until the early evening. For the first 45 minutes of the day, students exercised and then
had breakfast. Shortly after, students performed assigned chores and began their coursework by
10 am. Math and Science were usually the first subjects of the day. Students had a one-hour
lunch, history, and then “Field work and Special Projects.” Field work mainly consisted of
distributing The Black Panther newspaper, visiting prisons, speaking with youth in the
neighborhood, or attending court cases of fellow Panthers. These hours were essentially spent in
service to the party. On Tuesdays and Thursdays, students had health, ideology of the party,
lunch, ideology of the party again, art, and then field work. Their art hours were quite student
driven, and they had the option to take up fine arts and practical arts projects. These might
include visual arts, “sewing, cooking, writing, or any other things that are of interest to them.”94
The course schedule reveals that even as the school fashioned the minds of the next
generation of revolutionaries, they simultaneously focused on students’ understanding of core
skills and subjects. Children ages three through five were the first to participate in a holistic
approach to education. Heavy emphasis was placed on learning through engagement in the
community. A walk through the neighborhood was an exercise in phonics and decoding to build
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literacy. To reinforce “primary” math skills, teachers had students count off in a line or practice
numeracy in local grocery stores through transactions. Literacy skill-building plans suggested
students read food labels and store signs in order to build decoding skills. It appears that the local
store was a consistent educational space for students. In addition to the math and literacy practice
at the store, they also learned about writing and grammar through trips to the courthouse or
reading of the Black Panther newspaper.
Older students engaged in these activities as well, but they received more explicit
instruction that mirrored the approach of their previous mainstream institutions. Newton’s
reasoning behind this coincided with the idea that they had already been socialized to traditional
schooling. Pedagogically, this also made sense to do since Gloria Smith was credentialed for K
through 12 education, and thus was familiar with California teaching standards. As the
curriculum “architect,” Smith coordinated learning opportunities for three age-group
designations: 6-8, 9-11, and 12+.95 The students who had not gained strong literacy skills at their
previous public institutions would undergo reading instruction before being placed in general
sciences, so that they could establish literacy skills needed to comprehend the general science
material.96
Lingering Ideologies. While the course on party ideology did not survive in the latter
stages of the school, it is indicative of the IYI’s resemblance to the early liberation schools of the
party. Like students at the liberation schools, students at the IYI also wrote letters to political
prisoners. One student wrote,
“Dear Ericka, All Power to The People,
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I have learned a lot in the Huey P. Newton Youth School. We looks[sic]
nice like little revolutionary should look like. We go sale[sic] papers like little
revolutionary but some of the little revolutionary get out of hand and have to be
dealt with after being in the field.”97
Later in this letter, the student also uses much of the party jargon. Words like “comrade,” “pigs,”
and “political prisoners” appear in similar student letters. Letters of this sort suggest that the
students were fluent in the party’s ideology, and one might safely assume that their specific
course in the party philosophy facilitated the students’ understanding of these perspectives.
Matching uniforms replete with berets provided an aesthetic akin to the adult party members who
donned bold black leather coats with berets. The clothing, then, was a symbolic passing of the
torch. The youth were following in the elders’ footsteps. Although the communal dynamic was
rich—students and educators working, teaching, and learning together daily—there was
obviously a need to recalibrate expectations of all stakeholders in this educational space.
Trouble in Paradise. Perhaps the ideas to establish a specific vision for the 1971-72
school year were built on the previous year’s trial and error. For instance, the earlier cited letter
discussed how the students who “get out of hand” had to “be dealt with.”98 This was just four
months before the August plans for the IYI were sent to the central committee. Notes reveal that
discipline was not just about students who were in the field; some notes discussed general
interactions between students and teachers and students and other teachers. With regard to
students’ interactions with each other, there was a note about the “Sexual behavior of children.”
In addition to this cryptic message there was a note about students destroying property and the
need to involve parents in the institute. Adults, too, are mentioned within the context of
discipline. Apparently, the school had received some complaints about teachers who were unable
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to receive criticism, the “Panthers’ low rating staff,” and “children hearing criticisms.” There
was also a “lack of constructive criticisms,” a concern about “pejorative expressions,” and
perhaps a need for “Males At Institute.”99 There was even discussion of the pettiness of gossip at
the institute. While the typed school vision that Newton and Blake wrote was of a potential
educational utopia in which all staff were simultaneously educators, the handwritten sketched
notes that precede his typed vision also reveal early tensions in the supposed oasis of
liberation.100 This is not to suggest that the institute was ineffective, but rather that school staff
faced real logistical and social difficulties in their first year of operation that had to be addressed
when the first full school year began.
When Herman Blake helped to draft the staff development proposal for the IYI, he then
sent it to the members of the Black Panther Party’s Central Committee, and the staff of the IYI.
The proposal suggested that the staff observe other educators and educational programs. The
hope was to see models of educators who have been successful in similar educational
environments. In addition, the proposal suggested that all members of the staff were responsible
for the education of students and upkeep of the facilities, stating “all of the staff will perform
administrative and instructional tasks.” Moreover, the school sought to “operate on the
assumption that there is something they can teach the youth.” They believed that “With careful
staff development we hope to see all staff offering some area of instruction.”101 These earlier
staff philosophies about staff suggest that the BPP, the IYI leadership, and the staff practiced
what they preached. The “Big Family” they spoke to students about in the liberation schools
translated to their educational approach at the IYI. They wanted all members of the community
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to be valued, and they wanted to minimize some of the traditional hierarchy associated with
schools. Perhaps the notes from the first year of the school were responsible for the suggestions
in the staff development report. The plans for subsequent iterations of the school were drafted
because the staff reflected on their practice.
With its growth over time, the Intercommunal Youth Institute served as a microcosm of
the party—both in terms of membership and ideology. In 1973, riding the political and financial
support of Bobby Seale’s and Elaine Brown’s local electoral campaigns, the IYI moved to its
new East Oakland location. This might have signaled a restructuring of the school’s pedagogical
philosophy once again. Like their liberation school predecessors, the IYI also reinforced the
political ideas of the party in their teaching. At the same time, they were interested in other forms
of knowledge that demonstrated an engagement in the community and discovery through outdoor
interactions with nature, literally playing with the idea of discovery in their own backyard. One
gathers that camaraderie and unity were high on the values list of the school. Regardless of tasks,
“Everything is done together, in order to learn solidarity and socialism in a practical way.”102
This might have very well been the impetus for maintaining a residential educational space five
days out of the week. Though it might be true that the party philosophy only constituted one of
the subjects, one could also argue the focus of their everyday encounters solidified the
transmission of party biases. Between the four hours of instruction in party ideology, ten hours of
weekly field work, events over the weekends, and daily engagement with party members, one
can easily deduce that the inculcation strategies that were a heavy-handed dynamic of the
liberation schools found a much more experiential approach in the IYI. To what extent did the
language of everyday action speak volumes to the students about what they should think?
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The Right Place and Time
The Black Panther Party’s decision to create a full-time day school in 1970 was perfectly
timed. Even after the failures of IS 201 and JHS 271, the events in Ocean Hill-Brownsville had
demonstrated the benefits of pairing Black affirmation, a critical race-class-based educational
philosophy, and the power of community control. The banner of Black Power had leveraged a
political voice that spurred communities nation-wide. Riding the wave of self-determination,
groups sought liberation through education from coast-to-coast. East Palo Alto might not have
changed its name to Nairobi, but the community’s political thrust and commitment to academic
improvement spurred the birth of the Nairobi Schools. Black Oakland educators and grassroots
organizations might not have been able to account for the economic collapses facing their
neighborhoods, but they held the federal and local governments to their promises by instituting a
number of community programs to educate families. Finally, after multiple reprisals, the Black
Panther Party quickly realized that the revolution— the fight for liberation—would not be so
quickly won. Nevertheless, they instituted survival programs pending the revolution—meeting
the needs of their smaller revolutionary community in Oakland as part of an interconnected Third
World liberation struggle. They, too, built upon the civil unrest of second-generation Black
migrants and instituted educational spaces.103 In their attempt to refine their political vision, they
naturally reformulated their pedagogical praxis. I doubt they had any idea that the OCS, their
future day-school, would be their longest, strongest, and final standing program in the Black
Power era.
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Chapter 3—How to Think or What to Think: The OCS Structure, Curriculum, and
Instruction
The Oakland Community School came about largely as a response to both the relocation
and expansion of the BPP’s Intercommunal Youth Institute. Director Ericka Huggins explained
how the new building, formerly a church, was purchased by “friends of the Panthers,”— a
handful of white people who had good credit and strong governmental standing because “it
wasn’t that common that Black people could get a bank loan to buy anything.”1 The Panthers
still paid these white supporters from their own funds. Panther cub, Gregory A. Lewis, recalled,
“The added recognition, positive media coverage, helped raise enough money to purchase the
building that would become my first ‘real’ school, the ‘Learning Center.’”2 Perhaps Greg’s
comment about “real” speaks to the tenuous spaces the school had previously occupied. In fact,
the prompt for a permanent home for the school came from “a grandmother” who said “Huey,
we keep moving the children. Let’s have a designated school site.”3 The OCS was established
not long after. By the fall of 1973, they had already procured the building and by the fall of 1974,
the Intercommunal Youth Institute was officially the Oakland Community School. The building
and school structure had come a long way since its homeschool days in 1970 and 1971.
This chapter will explore the structure and curriculum of the Oakland Community School
and its significant role in the tradition of “stealin’ the meetin’.” By this point in time in the
Panther chronology, the BPP was already heavily involved in local Oakland politics, especially
after Elaine Brown and Bobby Seale’s campaigns for city council and mayor, respectively in
1973. The covert elements referred to in Elizabeth Spark’s account of “stealin’ the meetin”
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during enslavement did not necessarily apply here. Nevertheless, the co-constructed learning
spaces that could meet the needs of Black children were present in the Panther education
program. During this eight-year period, the Panthers’ concept of curriculum was built on the
holistic growth of the student; rather than develop miniature revolutionaries, they attempted to
provide a more open-ended approach to curriculum in order to allow students the opportunity to
navigate their own learning interests. I consider the following questions: How is curriculum
conceived in the Oakland Community School? What does the BPP’s concept of curriculum say
about the role of the child? How does this concept of curriculum appear in the memories of the
students and staff? Mindful of these questions, I begin with the structure and schedule of the
OCS, then I turn to the curriculum, and I close with a synopsis of the school’s adherence to
cultural relevance, critical consciousness, and academic success.4
Part 1—The “[D]esignated [S]chool [S]ite”
Whereas the homeschool in its earliest iteration was essentially an extension of the
existing dormitory for Panther children, the OCS was a two story, multi-room property that
maintained much of its original church aesthetics. Greg recalled how the “OCLC’s white
concrete facade, high narrow doors, stained glass windows faced the northern sun most of any
day.” He continued, “Inside, a long [red] carpet [led] through cool cement and into 5 classrooms
on the bottom floor, 3 classrooms on the top floor, next to a small library, all centered by a full
service cafeteria, 400 seat auditorium and expansive play area.”5 Greg’s account of the space
sheds significant light on how and why the Party chose the site. Educators would use the space to
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accommodate the day-to-day academic needs of students; it could also be used for hosting
evening activities for community members. The staff was approximately 27 adults; 16 of which
were teachers and most of whom were Black. There were a handful of other teachers of color,
two white teachers, and an unknown number of college volunteers. Parents were also asked to
volunteer at least 12 hours a month to supplement the $25 a month cost of attendance.6 The
initial Children’s House had 22 students. By the latter part of the Intercommunal Youth Institute
days, the numbers had increased to 50 students. Panther scholar Angela LeBlanc Ernest and
former director Ericka Huggins explored how the population of the school had reached upwards
of 150 students between the 1974 and 1979. The bulk of those students were community
members. While Huggins and LeBlanc state the wait list reached as many as 200 children during
the school’s most popular days, the school could not take on more than 150 students if it wanted
to maintain its goal of providing tailored education for students.7 Gregory’s account places the
maximum at 200 students in 1975, with 400 on the wait list, and a 1979 Baltimore Sun article
placed the wait list number at 450.8 Regardless of the specifics, the numbers indicate that the
number of interested families was greater than the school’s maximum possible enrollment.
The OCS name change indicated the transition of the school’s focus: the community. As
Huggins observes, “We had an idea, and we did it…We knew we had the love for the people we
were serving. We had listened to them.”9 The result was the Oakland Community Learning
Center, and the Oakland Community School. While the largest demographic was Black, “It
wasn’t intended to be just for Black people.”10 This community commitment began with the
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Intercommunal Youth Institute, which was located in Fruitvale, a neighborhood south of the
Civic Center with a larger Latino population. According to Huggins, it was Newton’s idea to
change the school name. Even though he had coined the name Intercommunal Youth Institute, he
questioned, Huggins recalls, “Who’s going to remember that or understand what that means?
Let’s just call the school Oakland Community School.’ Very simple. Non-academic. Nonpolitical rhetoric or philosophy.”11 So that is exactly what they named the new school: “Just the
Oakland Community School, and all children [were] welcome.”12 The idea of a school that was
prompted by the community and meant to serve the community was very much part of the larger
Panther vision to stimulate the community. Moreover, the BPP’s new transition to “survival
programs”—short for “survival pending revolution” saw the idea of the revolution as being a
much longer fight. In order to be equipped for the impending radical shift, the Party wanted to
ensure that the revolution began at home.
Part of the BPP’s community focus had long ago begun with the aforementioned
breakfast programs, liberation schools, health clinics and Intercommunal Youth Institute. The
Oakland Community School was an extension of this vision. What the OCS could not do for the
community children during the academic day, it made up for with additional resources for whole
families after school and on weekends through the Oakland Community Learning Center
(OCLC). In a 1977 video with LeVar Burton (who was then starring in the acclaimed television
series, Roots), Kellita Smith—who grew up to be the co-lead on the sitcom The Bernie Mac
Show—provides a tour of the Oakland Community School and Oakland Community Learning
Center. Smith walks the audience through a number of the site’s affordances, including after-
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school martial arts classes and dinners in the school’s cafeteria (a provision that Huggins asked
Melvin Dickson to provide after she ran into three hungry kids after school one day).13
While the community had a chance to engage in the Panther survival programs that were
also housed at the OCLC during this time, Panther children still had their own special spaces.
Non-Panther students commuted from their respective homes, including by walking, or driven in
Panther vehicles or teachers’ cars. Panther children, on the other hand, stayed at assigned
dormitories, organized by age group. In these spaces, children engaged in play, occasionally
watched television, meditated, or exercised. In an oral history, Panther cub Leilah Kirekendoll
recalls that so much of their day was spent at the OCLC, the bulk of the time at the dormitory
was sleeping and grooming. She continued, “when you live communally, everybody is kinda
doing everything together, so there’s not a whole lot of ‘on your own’…”14 Leilah’s memories
highlight the amount of time Panther children and adults spent together. A closer look at the
typical school day might shed light on what those hours consisted of.
Schedule
5:30 a.m., Lights on, one of the parents stood at the bedroom door with hand near
light, “Wake up!”
We grumbled, dragged and shuffled our way out of our bunk beds, ambled to the
bathroom, brushed our teeth and washed our faces. Damon was always the last to
wake up.
We found our clothes in their usual places; neatly or haphazardly, tucked in the
drawers beneath our bunk beds.15
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Gregory Lewis’s account of a typical morning before school highlights the routines of the
young Panthers. His story was not so unique. His mother, Pamela Perkins, joined the Party at 17
in 1969, and Greg was born shortly after. Greg spent his first nine years within the close-knit
Panther community. He proudly attested to the fact that “School was mandatory from birth.”16
Panther historiography places Greg’s journey within a similar arc of young Panthers and their
offspring living with, learning with, and only knowing their BPP community. Leilah, too, was
the child of two Panthers. Up until age six, she lived in a dorm with a Panther named Patsy and
with the Co-Director, Donna Howell, whom she declares was one of her favorite teachers. Each
dorm was composed of 10 children and two adults, maintaining a five to one ratio at home.
Students’ routines were roughly the same each day. In the earlier 1970s, especially before
the OCS, uniforms were consistently a required part of the structure. As time progressed, the use
of uniforms faded. Greg recalled, “We dressed in the obligatory Toughskins, slacks, or
courdoroy [sic], dark patched at the knees, under buttoned up shirt and sturdy Buster Browns.
Sometimes, on special occasions, we wore berets.”17 Director Ericka Huggins was not
necessarily a fan of uniforms. She spoke about an earlier iteration of the school and its
dependence on uniforms: “I never, I never liked the children in uniforms. And Huey was the one
who said, ‘And the people don't like uniforms. They feel like it makes them separate from us.’
Said it had this paramilitary, um, look that was okay at one point and then not okay really
quick.”18 Later photos of OCS children show no evidence of berets, which resonates with
Huggins’s philosophy about uniforms.19
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Regardless of what they wore, once they were properly groomed and ready, students met
outside of their respective dormitories to be picked up by the yellow OCS school bus. While
Leilah waited with Patsy and Howell, other students were supervised by East Coast native Haven
Henderson. Each age group waited on the bus to make its pickup rounds, “usually driven by one
of several men, Ralph, Ellis, or Steve.”20 Students passed the police station on their ride to
school, mindful of the people who kept such close surveillance on the BPP. Zachary Killoran,
whose mother, Carol Granison, helped write and teach the OCS curriculum, discussed their
distrust of the cops: “So when the cops drove by and did a ‘drive by’ on that [BPP] poster and
shot it all out. And, like, I heard about it...because the adults that I was relating with were
relating to the adults that were dealing with that. Not every student heard about that stuff.”21
Similarly, Greg recalled how the children yelled “Police station!” each time they passed it—"Not
out of fear, glee or intimidation. Merely to acknowledge that we knew they were there, and they
did not like us.”22
Soon after arriving at the school, students warmed up with exercise. According to
Gregory, exercises were often led by Panther parents in the play area. He confessed that
“Sometimes one of the parents would let me lead.”23 His statement is indicative of the types of
opportunities students had in their learning community. Morning P.E. was followed by breakfast;
the menu varied from cold cereal to eggs and bacon. Students were encouraged to take
responsibility, so they would often help cook, wash dishes, or clean the kitchen. They were often
supervised by the chief cook, Melvin Dickson, who just recently passed over the summer of
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2018. Kesha, an OCS student, remembered working with Melvin in the kitchen: “Somebody had
to dry the dishes…or put things away in the cabinet or whatever. Then you get a treat.”24
On a typical day, students would have “Math, English, and History” in their homeroom.
Some of the content teachers would switch between student classrooms to provide instruction.
Math teacher and former Panther, Steve McCutchen, recalled moving rooms for a few of his
periods. Students themselves, according to McCutchen, “switched rooms for Spanish, Science,
Music and Art classes.”25 Students did not necessarily stay with their age-group peers. Like the
Intercommunal Youth Institute, the OCS did not have 1st grade through 6th grade. According to
the handbook, “The 12 levels of instruction are grouped as follows: Levels 1-3: Primary
Skills/Levels 4-9: Intermediates/Levels 10-12: Secondary…The children are placed into
groups.”26 The school had groups and levels, so after their homeroom group, students would
attend their core courses based on their degree of understanding of each subject. A student could
have level 10 language arts and level 12 science in the same day. Student Gregory A. Lewis
discussed the dynamics of the different levels: “Placing children in accordance with their ability,
and aptitude, not their age. And it was done without shaming the kid. For years I had no idea
some of the kids in my class were older”27 Former student Zachary Killoran shared a similar
sentiment, stating, “I didn’t know about grades until I got to public school.”28 In a 1979 copy of
the OCS’s course schedule, students’ course times differed by grouping. For example, primary
skills students had an earlier lunch and break than their intermediate counterparts. Nevertheless,
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all students ended their courses by 3:30, enjoyed free-time, a 4pm dinner, and then a 4:30 close
of the day.29
After school, students who lived in the dormitories were assured they would be engaged
in activities in the Oakland Community Learning Center. In the television special on the OCLC,
Kellita Smith discussed how a martial arts class was offered after school. An old newsletter from
the center publicized entertainment events that were held at the center, including films and a jazz
performance. There was also a call to teens to join the “Teen Club” in order to become more
involved at the center. In addition to the popular Tae Kwon Do classes, the flyer also advertised
a midweek Afro-Jazz Dance class led by Vida Johnson alongside an advertisement for a
Saturday dance class led by Evelyn Thomas.30 Former student Kesha remembered taking African
dance classes, and Ericka Huggins discussed how they offered ballet to all students:
“You didn’t have little Jane taking ballet lessons and little Tanesha not. Jane and
Tanesha and everybody else had ballet if that’s what they wanted to do, and the
boys could have ballet and the girls could build things and the boys could cook
things—some dismantling of gender roles too.”31
Such a reflection is indicative of the Party’s work to disrupt heteronormative patriarchy—a
struggle it continued to engage in beyond the school. Huggins’s commentary also speaks to a
larger, more dynamic change in the party’s earlier hyper-masculinist image and culture. Shortly
after he was released from Soledad Prison in 1970, Huey P. Newton had publicly addressed this
culture a few years before the OCLC was formed. In a speech entitled “The Women’s Liberation
& Gay Liberation Movements,” Newton addressed a New York City crowd and discussed the
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need for BPP members to affirm these two groups. In somewhat violently worded affirmation,
the speech included phrases like “because as we very well know, sometimes our first instinct is
to punch a homosexual in the mouth and want a woman to be quiet.” Despite its rough areas, the
speech outlined a more inclusive approach to revolution.32 Perhaps the school and center became
spaces to engage in liberatory praxis within an intimate community, as educators, leaders,
volunteers, and families navigated their interactions with one another.
Beyond gender and sexual orientation dynamics, Huggins’s account also highlighted the
number of learning opportunities that the OCLC made available to the community. For students
who attended the OCS during the school day, the after school activities and meals afforded
through the center extended both their learning and sense of familial and social warmth. Student
Leilah Kirkendoll and teachers Rodney Gillead and Steve McCutchen remembered the length of
the school day, but they situated it within the context of a communal space. This time inside and
outside of the classroom—but still within the BPP community—also served as a curricular
adjunct. Students frequently remembered the relationships as equally important to the content, if
not more so. Perhaps these relationships speak to a broader conceptualization of curriculum and
pedagogy—a broad definition of tools, resources, texts, and teaching and their role in the
educational process. This broader concept of curriculum will be explored more fully in the next
chapter. It is important to first explore the explicit written curriculum and how its relationship to
the classroom.
Part 2—Curriculum and Instruction at the Oakland Community School
Just as the shift away from party doctrine was a significant transition from the IYI to the
Oakland Community School, the practice of diverse learning experiences became increasingly
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explicit in the OCS. The school provided robust course offerings, including science, social
science, environmental studies, Spanish, language arts, performing arts, visual arts, physical
education, mathematics, and “Specific Curriculum Areas.” In a 1978 paper he wrote during his
PhD study at UC Santa Cruz entitled “New Educational Models,” Huey P. Newton praised the
school and outlined how the social science curriculum encompassed five categories: historical,
political, economic, geographic, and social.33 These curricular areas, presumably, were taught
through the school’s philosophy of teaching students “how to think” not “what to think.” Some
questions I would like to ask before unpacking the curriculum are, How is curriculum
conceived? How is the selected curriculum itself a way of guiding students’ thinking? How does
what one excludes or includes shape what the students learn? What does this say about the
meanings of childhood? These questions are important to consider as we think about the nature
of curriculum and how it is constructed, especially when we consider how the OCS curriculum
was established within one of the most important organizations of the Black Power era.
Younger children at the OCS did not have to take the traditional course offerings other
students in the school had, but many of the skills they developed were under the umbrella of
language instruction. Students in the Pre-K range most likely were instructed by Gayle (Asali)
Dickson. Dickson placed a heavy emphasis on artistic expression. At the BPP’s 50th reunion,
Dickson discussed how she prepared students for the higher OCS levels by developing their
cognitive skills. Most often, this meant a focus on imagination and history. In recollecting her
classroom praxis, Dickson stated that she felt it was her “instinctive goal” to help students “fulfill
their purpose and to take care of one another.”34 She also believed it was important to “hear them
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and to make sure they were heard.”35 Dickson’s beliefs about her role also mirrored those of the
early liberation school days of Panther education, particularly the focus on the “Big Family.”36
As one of the teachers at the foundational level, she was responsible for ushering students into
this concept of “community” within the OCS environment.
Rodney Gillead was also a teacher of younger children. Gillead—or Rod, as he was often
called—was recruited by the late renowned Afrocentric pedagogue, Dr. Asa Hilliard. Hilliard
was the dean of the college of education at San Francisco State and was familiar with the politics
of East Bay Area school districts. When Rod finished his program, he went to his mentor looking
for a new job. The young Vietnam vet turned teacher was excited when Hilliard told him to go
down to the Oakland Community School: “I had a friend who taught there, and I was also in
graduate school at San Francisco State University, and there were very few opportunities in
public education. Most districts were not hiring. So the dean of the school, Dr. Asa Hilliard, he
had said go over, go over and speak to Ericka about what’s happening there at Oakland
Community School.”37 Ericka Huggins explained the conversation as, “‘Okay, you’re finished
studying to be a teacher. You want to be a teacher? Go to that Oakland Community School.’ And
he did.”38 He served as a teacher during the first two years of the Oakland Community School.
Rod’s class, like Dickson’s, combined some of the disciplines, allowing the young children to
engage in a flexible program of study with high support. He most likely received many of
Dickson’s students and confesses,
I was in the class before they went to the first grade…So the students I had at six
years old could already read. Alright? Which was just, you don’t know unless you
experienced what it means when you can have a six year old sit down and read a
book, and in some cases, read the book to other students, and then also have the
35
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ability to analyze the story or the content of the story, or say something about the
quality of the characters in it…I’m talking about kindergarten kids that are
reading, not, not just children’s books, but books that had history lessons in it. In
my 35 years of teaching, I never saw anything like that.
Rodney Gillead’s reflection connect with Gayle (Asali) Dickson’s work. She believed it was her
responsibility to prepare her students for the early grades, and Gillead, her former colleague,
attested to the benefits of her work. Also embedded in Rod Gillead’s reflection was a comment
about the Panthers’ “each one teach one approach.” As students increased their literacy, they too
read to other students—a pattern that resonates with the “stealin’ the meetin’” literacy sessions in
Elizabeth Sparks’ oral history.39 In terms of his specific role in curriculum, Gillead added that
there was “a lot of play activity, a lot of creative play activity.” The play aspect built on
Dickson’s work, and it pushed beyond the strict academic focus. Students would
. . .make up plays, um, from their imagination. You know, the typical phonics
lessons…dictating stories—that was another big thing. You know, I would sit
with them, and they would dictate a story, and I’d write it down, and they would
have to copy it in their handwriting….of course….history, we always had a
meaningful curriculum about, uh, African American heroes and sheroes and the
like.40
The dictation technique Gillead referred to shares roots with the pedagogical methods deployed
by Septima Clark in her work at the Highlander Folk School and with the Student Non-violent
Coordinating Committee mentioned in Chapter One.41 The method pulls from students’
individual experiences and creates opportunities for students to take ownership of their own
stories in language development. Today, this approach is common in language instruction, but it
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has rich roots in the rich traditions of Black education history—an “otherwise possibility” in
education.42
Gillead’s pedagogical approaches with primary age children were not exclusive to his
classroom. Vivette Miller (now Vivette Blackwell), who primarily taught students in the
equivalent of first grade (Group 4), also remembered using the students’ lived experiences to
teach literacy. According to Miller, “They [the students] basically taught me how to teach
reading.” Like Gillead, she entered the Oakland Community School directly out of her
certification at the University of Massachusetts, Amherst University Without Walls program. For
her, literacy exercises included some of the traditional phonics and sound activities, but she
remembered having a “free range to teach the way that I wanted to teach.” Students “were full
participants… if they had ideas, they could express their ideas, and we would try to do them.”43
Maintaining a focus on language instruction at OCS, it is important to examine how it
varied from level to level. Anyone perusing the language arts sections of the curriculum design
would see something typical of core subjects. Language courses were a combination of spelling,
handwriting, composition, and reading. Early levels practiced object identification and basic
motor skills associated with using a writing instrument while the older students practiced the
structure of paragraphs in order to compose narrative, descriptive, and expository essays.44 In
the language overview in the curriculum guide, the developers were clear about the centrality of
language use for other subjects:
Language is a form of human communication used to express feelings and ideas
through a system of vocal sounds and (corresponding) written symbols. The
language used in the political, educational, cultural and social institutions of this
42
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country, and the one spoken and understood by the majority of the people, is
Standard English—the most widely used form of Modern American English.
In this country, the ability to read and write Standard English is essential for the
comprehension of all other areas of learning, particularly, mathematics, science
and social science.45

The wording used to discuss language arts here was indicative of the tension within the school
and within the larger party: the desire to dream of alternative spaces for children to simply BE,
compounded by the impulse to enforce learning within mainstream modes of communicating and
analyzing. Use of the term “Standard English” highlights a desire for a sort of external
legitimacy. Moreover, this phrasing coincides with Elaine Brown’s commentary in the Jet
Magazine article that teeters on the edge of color-blind language. Brown argued, “We don’t
concentrate on Black things or white things. The youngsters can make a decision about those
themselves.”46 This same article included a picture of Rodney Gillead and his classroom with a
caption that read, “Rod Gillead teaches three-and four-year-olds basic English—not ‘Black
English’ or ‘Ghetto English.’”47 Brown’s comment seems problematic, especially since the
editors placed the comment right after a reference to how students read Animal Farm and
Jonathan Livingston Seagull. Both texts focus on animals, and they are both written by white
male authors. One could easily argue that the race-neutral comment, in conjunction with the
caption about Black English and the use of these two books, might cause students to see political
concepts through the lives of animals but with a framework of white male commentary. While
Brown’s comment seems very different from a Black Panther Party platform focused on the
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liberation of Black people and all oppressed people, her following comment might speak to
students’ ability to still see and feel themselves reflected in the curriculum: “They really know
who they are and they like who they are.”48 This self-knowledge revealed itself through some of
the texts and topics chosen in language arts, especially in the upper grades.
For example, the Level 8 curriculum guide stated, “Students will be assigned topics for
which they must find all available materials written during a stated time period. Examples:
Hollywood Black List (1951-1958). Malcolm X (1963-1966). Lynching in America (19541960).”49 The research focus areas of the older students created opportunities for students to
interrogate race, racism, and political oppression, even if the instructors themselves did not speak
about these specifically in their instruction. These topics, Brown’s race-neutral comment, and the
negative commentary about Black English speak to the tensions in a political organization’s
attempt to provide students the freedom to think on their own, even as they have to function
within an environment of racially and politically conscious adults coming off the heels of a
counter-revolutionary attack by the state. What does the negative commentary about “Black
English or Ghetto English” say about what the school privileged, even as it desired to affirm
students’ freedom and individual identity development? And how did the school’s curriculum
direction speak to the conflicting philosophies of the party?
In the midst of these underlying tensions, typical mainstream language arts instruction
was listed throughout the curriculum guides. Students learned the parts of speech, sentence and
paragraph structure, and literary analysis along with tools of research writing. Panther cub Zack
also remembers how the students learned to edit work. In a recollection about classes, he said
“My mom was one of my teachers…she was a copyeditor out…in New York back in the ‘60s.
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One day, she came in the class…and she wrote out an entire paragraph that had a bunch of
mistakes. And then she wrote out the copyright notations—the editor’s notations. How to notify
and fix mistakes.” This was one way students learned to “fix mistakes.”50 Zach’s memory speaks
to how students maintained an understanding of the content, skills, and context of their
educational experience. Perhaps these explicit language approaches were an attempt to provide
students with access, inviting students into conversations across spaces, which ultimately takes
place in conjunction with the language overview’s mention of the “language used in the political,
educational, cultural and social institutions of this country.”51 Moreover, the rationale presented
suggests that their preparation is about using language that will help them to navigate the various
institutions of the United States.
Teachers at the school used a variety of methods across various subject areas to enhance
students’ grasp of important concepts. In math, students in the early levels learned counting,
basic geometric shapes, and addition/subtraction. By levels six and seven, students were
practicing decimals, complex fraction problems, and early algebraic expressions.52 All of this
was taught using a variety of innovative pedagogical strategies. At the BPP’s 50th Reunion held
at the Oakland Museum in October 2016, several former students and educators spoke on a panel
about the Oakland Community School. Former student Kesha Hacket reminisced about a
rhythmic version of the order of operations (PEMDAS, which helps students remember the order
in which calculations occur in algebraic equations) that she deployed in her double-dutch play
time. She chanted, “Please excuse my dear Aunt Sally” as she mimicked popping up in a jump
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rope session.53 In conversation with the author, Kesha also expressed that she “didn’t really
know” they were “doing algebra until I got to public school, and they said, ‘We’re going to do
Algebra.’ And I was like, ‘Oh, I know this.’”54 Gregory Lewis remembered something similar. In
his recollections about his favorite math teacher, Steve McCutchen, Lewis stated “I feel like he
did a lot of incorporating—what we call in the legal field—‘demonstratives,’ tangible exhibits of
chess pieces, domino pieces. I’m more of a visual learner—hand textiles. That means more to me
than writing a formula.”55 For these students, math went beyond formulas; they were able to
internalize the content because of “how” the material was presented.
McCutchen also confirmed Greg’s statement in his recollection of the use of kinesthetic
learning in class and a cross-cultural connection in curriculum and instruction. One method in
particular he recalled was Chisanbop, the Korean counting method:
I taught addition using Chisanbop. And Chisanbop is a Korean finger calculation
and Anne Shine, she was one of the teachers there. She had given me the
information on Chisanbop, asked me if my kids might be interested in that method.
And so, I took the material home during the weekend and learned the system, and
introduced it to Ronnie Brooks’ Group…I wanted to introduce it to them first and
show them the Chisanbop method for addition just as a supplement to give them a
hands-on…way in terms of how other cultures learn addition. Just as the Chinese
use the abacus for addition and arithmetic methods, I wanted to show them one of
the methods that would help supplement their understanding of addition. And the
day that I wanted to do a full class presentation of Chisanbop, Rosa Parks
happened to be visiting the school.56

What McCutchen wanted to teach was not merely a question of mathematics content. He spoke
to a larger desire to understand mathematics and approaches to math across linguistic and
cultural spaces. Numbers, in this case, were no longer simply taught as neutral symbols: they
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were a reflection of various cultural contexts. Such an argument highlights the politics
surrounding numeracy. According to Graduate Center Scholar Atasi Das, numbers are never
neutral. How we engage numbers is historically and politically situated. For example, in a word
problem, the number of shoes counted or the dimensions of the shoe might be one set of
numbers, and the number of people on the assembly line, the ages of those workers, or their
median annual income can be another set of numbers.57 Such a reading of numbers requires the
instructor and student to see numerical concepts outside of the singular discipline of
mathematics.
That Greg could recall these math exercises forty years later is impressive. Part of this
could be owed to Steve McCutchen’s ability to translate concepts across instructional spaces.
McCutchen also taught P.E. and the martial arts class, and Greg recalled how he reinforced math
skills in martial arts and martial arts concepts in math. In an interview with the author,
McCutchen confessed that this strategy of connecting ideas and teaching opportunities across
contexts was a practice he began after a few years of teaching at the school. Moreover, he
asserted,
It wasn’t until ’77/’78 that I realized that each subject is still interconnected,
whether it’s in natural science, social science, or any other discipline…There’s a
geometry and physics to martial arts that when you reduce everything to its
simplest form, it’s all transferrable—it’s all interpreted through math. …If I could
explain the martial arts technique—the demonstration and show angle, curves,
lines, points, arcs that are explainable through geometry, students who may be
more analytically oriented could transfer that understanding into their martial arts
learning. You can’t call the student a nerd, and you can’t call the martial artist a
jock because they’re interconnected.58
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McCutchen’s recollection and explanation allude to a larger pedagogical approach. His
argument was that knowledge can never truly be reduced to mastery of a singular discipline. At
the same time all other disciplines carry a connection to math; mindful of this, he saw the
interconnectedness of these ideas and taught students concepts by integrating ideas across
physical education, mathematics, and science. Students had other practical interactions with
numbers, too. Using money and lists, younger children learned about addition, subtraction, and
budgeting through trips to the local store. Such authentic engagements with numbers across
multiple contexts helped to build their understanding.59 McCutchen’s courses were not the only
dynamic, interdisciplinary courses, though.
Natural science was also an important subject area. According to the curriculum guide,
science units encompassed the study of electric energy, density, temperature, biology, and matter
across the grade levels. In level 6 physical science, students had to “explain the difference
between heat and temperature,” with complex examples. Students also had to learn temperatures
in Fahrenheit and Celsius. For those students who were in the more advanced levels, biology
ranged from simple to extremely complex. For example, students had to learn basic ecology, and
they also had to “show how DNA codes the genes.” In a unit on “Quantum Theory & Nuclear
Physics,” students were solving problems using complex formulas, discussing “the concept of
photons of light energy in explaining the photoelectric effect,” or providing “a historical account
of scientific investigations into the nature of light.”60 The electromagnetism unit expected
students to build an oscillator, an electric motor, and a transformer. Such requirements suggest
that the course was meant to be a mixture of complex inquiry skills and hands-on investigations.
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The upper levels, were not the only spaces for experimentation; all science levels
provided tangible learning opportunities through experimental design.61 Both the curriculum
designers and instructors made sure of this. Joe Abron was one of the science teachers, and one
of the handful of the 27-member staff who was credentialed.62 Of the students interviewed, all
remembered having science with teacher Chris Doherty. Amber, one of the few white students at
OCS, spoke about microscopic investigations while Ronnie remembered science projects and
petting a snake.
Kesha, too, recalled having science with Chris Doherty. Along with Greg, she
remembered him as the “curly haired white guy”—or in Greg’s words: “permed hair.” While the
biology unit of the curriculum included an understanding of the “function of chloroplasts in the
plant,” “the chemical equations for photosynthesis,” a definition of respiration, and an
explanation of “how ATP functions in the cell,” students most remembered what these details
meant in relationship to their hands-on activities. When recalling the course with Doherty, Kesha
noted how “He taught us…Everybody grew corn in their Styrofoam cup, and then when the little
sapling was big enough, we took it outside and planted it.”63 Greg also remembered how the
“white hip cat” with “polyester slacks” helped the students to “build a garden and do all this
work with the earth—and created this sort of science house at school.64 The major focus on
biology through practice took the basic elementary environmental science project outside and
into a large-scale gardening project that OCS students invested time in. Ironically, one of the few
white teachers carried immense social capital in this elementary school founded by the Black

61

Oakland Community School, np.
Lucas, “East Oakland Ghetto Blooms With Growth of Black Panther School”; Amber Landis-Reedy, Oral History
with Amber Landis-Reedy by author, Digital Recording, April 27, 2018.
63
Hackett-Belcher, Oral History with Kesha Hackett-Belcher by author.
64
Lewis, Interview by author.
62

143

Panther Party, so much so that he is a regular thread in the accounts of half the students I spoke
with. It was important that an instructor curry the approval of the students, especially when the
content demands were much more advanced than typical elementary school curriculum required.
While the attempts to use Elementary and Secondary Education Act funds provided some
innovative strategies in Oakland schools, members of the OCS community noted that their
experiences with public schools revealed a culture of low expectations and deficit views of Black
children.65
This high-level thinking and rigor combined with high energy and experience were
present in other courses, too. In social science and history, students also had vivid memories of
the connections to a strong sense of racial pride. In history, lower levels began with an
understanding of themselves, their families, and their neighborhood. One lesson asked students
to interview parents to learn the story of their own birth and early years. By level five, the
curriculum listed an extensive investigation into colonization. Multimodal uses of music, toy
soldiers, an album entitled Confessions of Nat Turner, and copies of the Declaration of
Independence were all included at level five.66 In level six, students were engaged in a mock
constitutional convention—by level seven, holding mock debates about the Civil War, and
writing “a research paper on Black politicians during the Reconstruction period.”67 These lessons
translated clearly for the students—well, at least for the few that I asked to remember their
experiences. In fact, they could remember details about some of the curriculum content and
lessons.
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Gregory specifically recalled learning about the history of revolutions. While the
curriculum guide explains how students would learn about Nat Turner’s rebellion, Gregory also
remembered how Turner’s rebellion and the American Revolution were juxtaposed with
Toussaint L'Ouverture’s contributions to the Haitian Revolution. When Greg wanted to learn
about what it was like to travel on the slave ships, the teacher Amar Casey had all the students lie
on the floor in close proximity. Student Amber recalled this exact lesson:
And he closed up all the windows and made it real dark, and he put on a recording
of seagulls and ships creaking…There were chains clanking, and oh my goodness.
It was, it just transported us there. And he was…talking us through the experience
of being on this ship for, you know, months, months on end—chained to the
person next to you. And he got real kind of graphic…’now imagine that you eat
here, you sleep here, you, you pee here, you poop here. The lady next to you just
had a baby here’…It was just very vivid for me…and taking us there basically in
our imagination.68
Greg, too, remembered how “sobering” it was for a teacher to have a group full of elementary
aged children—or “rambunctious kids” all lie on the floor to experience the full weight of that
ordeal. In relation to this experience, Huggins also stated, “We didn’t have them sit there and
agonize over the history of slavery for days on end, but we didn’t hide it from them.”69 Overall,
Black history was embedded throughout each level of the social studies curriculum, and as
Gregory attested, "We knew the map of Africa just as well as we knew the United States.”70
Kesha’s recollections about history curriculum were similar. She walked away with “a sense of
purpose, a sense of pride…knowledge of self because we had a lot of history and a lot more
history of African kings and queens, and just people who made a difference.”71 Zack Killoran
also recalled how the students learned the local names, English, names and pronunciation and
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spelling of each capital. When tested, he asked the teacher, “Do you want the American versions
or the local versions?”72
Perhaps the history course is the most revelatory of the ways the school adhered to the
principles of Point 5 of the BPP Platform.73 They sought to teach children knowledge of their
pasts and of themselves, and this was evident in both the curriculum guides and the recollections
of teachers and students. At the same time, some of the existing Panther language of
revolutionary nationalism also found its way into the history curriculum guides. Students read a
magazine entitled “The Underhanded History of the U.S.” One of the level seven learning
objectives was “To know about the rise of the Ku Klux Klan and other White terrorist groups.”
Level four students read a chapter from Huey P. Newton’s Revolutionary Suicide and they read
Alex Haley’s Autobiography of Malcolm X.74 Panther Cub Ronnie Brooks, who was a rapper
with the group the Digital Underground in the late 1980s and early 1990s, remembers his peers
reading the Haley text for the first time in their early years as college undergraduates. In an
interview he confessed,“‘Wow, we were learning a lot at a really young age.’ And I didn’t
realize until I was out of school...these college students were just learning” what he had learned
as an elementary school student.75 Ronnie’s recollection confirms Kesha’s earlier assertion about
learning algebra at a young age; it also attests to the reality that teachers were enacting the
suggested curriculum in their classrooms. More importantly, Ronnie’s account conveys how
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teachers’ selection of texts in the curriculum was a crucial part of “what” they wanted students to
think, or at least what they wanted them to think about.
Nevertheless, the balance between explicit teaching and co-constructed learning were
also apparent. Ronnie also explained how,
We were always allowed to speak and ask questions, you know? It was kinda like,
‘Here it is. What do you guys think?’…It always seemed very interactive as
opposed to lecturing... ‘Write this down and memorize it.’ It was kinda
like…we’d learn and the teachers—it felt like they were exploring everything
with us and teaching us.76
Ronnie’s statement is indicative of the balancing act teachers had to play. On the one hand, they
curated the content presented in their classes, so that students saw Black and Brown faces across
literature, history, and the social sciences; and on the other hand, they provided space for
students to learn and take the lead in their own learning. Still, it was never purely teaching
students “how to think” instead of “what to think”; it was a mixture of both. This is not to
suggest that the content was ineffective or less meaningful. On the contrary, situating the
curriculum within phases of the Black experience as it intersects with the rest of U.S. and world
history is powerful. It is culturally relevant, especially when the majority of the student
population is Black.77 Nevertheless, when we return to the conversation about a curriculum and
an instructional approach based on “how to think, not what to think,” we divorce ourselves from
the inherently political nature of OCS curriculum. What educators and curriculum writers choose
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is always the result of values, expectations, culture, and politics. The “what” of teaching is often
embedded in the curriculum, and from the existing accounts about the school, this “what,” which
embraced a Black radical consciousness, was an important part of the students’ academic
development.
Social studies instruction also provided opportunities for students to become investigators
of their own community. As previously noted, the historical projects of the younger/lower levels
required children to ask their parents about personal histories. Soon after, they explored their
neighborhood and researched the history of their neighborhood.78 These early oral history tasks
that moved from thinking about the self to thinking outward to the community created a template
for understanding historical and sociological inquiry—the self in relation to society. Huggins
recalled how instructors also helped students unpack the stigmas associated with the
neighborhood:
We always told the children, “You’re from neighborhoods that are considered
bad. We don’t agree with that. Your parents love you, don’t they?” And they
would go, “Yeah.” “Your parents love one another, don’t they?” “Yeah, for the
most part.” [laughter] Good things happen in the projects too. So we affirmed
where they lived…whatever community they became a part of or created for
themselves—they support that community.79

These continual affirmations of ethnic and community identities marked student and instructor
memories, which ultimately offer a point of reflection about the presence of individual and
collective identities and their role in the curriculum and instruction at OCS.
Outside of core courses, students also felt a sense of freedom in their music classes.
Gregory Lewis—he was “first chair in the trumpet, and everything was good”--remembered the
power of the music class he took with teacher James Mott. Mott—now Saturu Ned—allowed
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students to “freeform” in the earlier years. Greg confessed that the foundation became important
for him, especially as he learned the guitar in later years. He also learned to read music at the
Oakland Community School.80 Mott used to play “Coltrane, Miles Davis and other great
musicians” and tell students to “listen.”81 Greg was one of those children who did listen.
Students frequently performed compositions in front of the community at different Oakland
Community Learning Center events, fulfilling the school’s curriculum requirement to perform in
front of an audience.82 Greg remembered his first time performing the trumpet in front of a live
audience:
I looked out over the end of my shiny gold horn. I blew. I heard the soft muffled
wail as I played the notes, singing the words in my head, “I believe the children
are our future, teach them well, and let them lead the way…”
At the end of the opening verse I was exhausted from the nerves, but the audience
rustled enthusiastically, “aright little man”, “get on little Louie.” I played. At the
end, the audience clapped, I smiled and waved bashfully into the lights before
exiting to the back of the stage.83
Greg’s memory was just one instance of the many chances students had to practice their talents
in front of the community. The sense of pride and accomplishment he felt were significant, and
the experience of an authentic audience was important for him. In addition, the models provided
my major jazz improvisation artists—in conjunction with music theory, practice, and booklets—
helped him to internalize musical and performative techniques, so that he was then ready to face
an audience.
As with core subjects, OCS students had opportunities to see other models of people of
color in their arts courses as well. Just as students knew the map of Africa in their history course,
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students also learned songs written in languages other than English in their music class. For
example, for levels 1-3 “Vocal Music” unit, students were expected “To memorize and sing,
unassisted, a variety of songs, and to learn songs in another language (Spanish, Zulu, French,
etc.).”84 Instructors also expected students in levels 4-6 to “learn the biographies of well known
[sic] musicians (Louis Armstrong, Duke Ellington, Beethoven, Bach…).” At this same level,
they expected students “to listen to and become familiar with folk music from different cultures
(Mexico, India, American South, Zulu Xshosa [sic], etc.).” Other objectives included identifying
“folk, classic, jazz, spiritual, rock and salsa (afro-latin [sic]) music” and knowing “the origin and
development of Black music, from Africa through slavery to the present, and to know its effect
on Western music.”85 Such requirements are perhaps the most explicit discussion of the school’s
attempt to recognize the importance of the Black presence internationally. Moreover, the content
here emphasized knowing “what to think” as it affirmed such voices in relationship to more
mainstream music appreciation. Music from Italy and Russia shared space with music from
South Africa and the “American South.”
Similarly, in visual art, students were largely responsible for developing fine motor skills
along with a historical knowledge of art across cultures. As students developed their “Sensory
Perception,” they were expected to “observe contrasting surfaces such as wood, rough[sic] and
cement” and “identify basic geometric shapes, square, circle, and triangle.”86 In their “Art
Appreciation and History” unit, teachers were expected to have students “visit cultural centers
and art museums” and “do arts and crafts project from other cultures, with a brief history of each
project.” Guest speakers were integrated into the planning at all levels, and instructors in levels
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4-7, specifically, were supposed to invite “senior artists” to “share their experiences of their lives
in relationship to art with the art classes.”87 Emphasis was placed on using “coloring books from
other cultures with English translation” and using “literature as a guide to explain various aspects
of art history.” The school focused on helping students understand themselves, their
neighborhoods, their pasts, and the world—to be present in their East Oakland community with
an international and multicultural consciousness. Art class was another example of how OCS
educators extended the school’s vision into the curriculum and into instruction.
In terms of special needs instruction, the school did not create separate courses for
students with cognitive or physical disabilities. According to Ericka Huggins, the school had
approximately five students any given year who would otherwise be labeled as having special
needs if they were in public school.88 The school was strategic about maintaining a culture of
inclusivity: “We fit them in. We didn’t isolate them or separate them. We looked for the skills
they had, and we provided peer mentoring for them.” When reminiscing about a student whom
they believed struggled with dyslexia, Huggins explained how they met with the mother to
receive additional resources from the Oakland Unified School District. One day, an employee
from the district walked in or her lunch break: “She was like an angel. She just walked in. That
was the thing about the Oakland Community School: People just came in and offered services.”
She provided strategies for working with the student and other students with learning difficulties.
They employed what she taught them, and what they could not provide, they sought consultancy
or made sure the family had discounted services. Students who had physical disabilities had
courses on the first floor of the building, so that they had appropriate access. With a student who
did not speak, the staff still engaged the student in day-to-day activities. Huggins noted how the
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student had self-selected to remain silent. His teachers knew he could hear and understand
because he followed directions and paid attention. The student slowly began to engage in
speaking through his art classes with Gayle (Asali) Dickson. At first, he only spoke in her class.
All of a sudden, “One day, he was putting his shoes on, and his words were, ‘Will someone put
on my shoe?’ ” The people around nearly cried with joy.89 The school never took on the
hierarchy of “mild, moderate, or severe” disabilities in their approach. According to the director,
“Poverty was the biggest disability the students had to face,” which is why the school was
adamant about connecting to local services.90
Conclusion
In the first five years of its tenure, the Oakland Community School created a learning
space for children and families of color in East Oakland that spoke to the economic and political
realities of the people it served. The school’s focus on levels instead of grades created
opportunities for students to develop at their own pace in each subject without the threat of
stigma. With its focus on “freedom and structure” and a “how to think” vs. “what to think”
philosophy, the school attempted to honor student voice, choice, and creativity while
simultaneously affirming the cultural and social backgrounds students brought into the learning
environment. Students’ testimonies over forty years after their elementary school experiences
speak to the salience of the curriculum and relationships at the OCS that made it a meaningful
learning community for everyone involved.
Nevertheless, despite its affordances, the OCS existed within a number of philosophical
tensions. Curriculum guides shared politically charged descriptions of “terrorist organizations”
like the KKK. Furthermore, students maintained strong memories of lessons about revolution,
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and Malcolm X’s name appeared in both the language arts and social studies curriculum guides.
At the same time, the language arts curriculum placed a heavy focus on “standard English” as
opposed to “Black English,” which seemed to counter the presence of Black histories and
cultural influences that were present in other parts of the curriculum. Such a tension reflected the
balancing act of providing “freedom and structure” at the Oakland Community School.
While the science curriculum was more or less reflective of mainstream approaches and largely
white thinkers, the pedagogy, rigorous content, and experiential elements of the pedagogy were
quite advanced for elementary school children. Music and visual arts foregrounded the history,
images, lyrics, and compositions of people of color across the globe, which confronted the
narrow mainstream focus on white figures and European music. True, the message to the public
was that the OCS taught students “how to think, not what to think” but the “what” of the
ideology was often transmitted through the chosen texts and educational materials. Guest
speakers and Black and Brown teachers were present to facilitate the learning of this material.
Embedded in the curriculum and the classroom community were opportunities for students to see
themselves. The Oakland Community School reflected the culture of the Black radical
imagination in education, even as the school highlighted progressive education, transformative
pedagogy, and culturally relevant pedagogy—approaches that will be discussed in chapter 5. The
following chapter will discuss more of the ways the explicit curriculum merged with the implicit
curriculum to produce the school culture that lasted until the school’s eventual closing.
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Chapter 4—The Culture of the OCS, and the School’s Rise and Fall
Pat Hilliard, the wife of David Hilliard, was in the kitchen [with] us. And she picked up a
cake breaker which John [Seale] had and began to comb his hair…John talked about
how the braids were hurting. Someone mentioned that he had a tender scalp. Pat
scratched away some of the flakes of dandruff and they joked back and forth about his
dandruff, and things like this, But it was a great air of ease and informality and respect
between all of the persons in the kitchen…
Several children of the Panthers came in and out of the kitchen from out of the back yard,
got some food, sat down and ate, and went about their play. One of the Panther sisters
sitting on the other side of the table from me was eating food and she offered me
some…Another brother came in and helped himself to the food and stood there…
The whole scene made one doubt that one was in the National Headquarters of the
organization, which J. Edgar Hoover of the F.B.I. considers one of the most dangerous
organizations in the country. One had the feeling that one was sitting in them [sic] midst
of a large, congenial, extended family.”
J. Herman Blake in a Memo, September 14, 19701
Blake’s 1970 memos shared major insights into his interactions with members of the
BPP, their extended families, their immediate families, and the family they created within the
organization. This memo in particular speaks to the complexity of the Black Panther Party, even
within the Oakland headquarters. Recorded just a month after Huey P. Newton’s release from
imprisonment, Blake’s words tell us of a warm personal atmosphere in the midst of the political
struggle. There is something in his careful documentation akin to description of a multi-family
home on a weekend afternoon. Sadly, the morning after this memo, the scene J. Herman Blake
recorded in the kitchen was much more tragic. In this exact same location that held a friendly
buzz of Party and family activity on Monday, he “found a strange note of quietness, indeed
sadness in the household” on Tuesday.2 Newton, Hilliard, and others processed the painful news
that fourteen Panthers had been arrested after the New Orleans center had been attacked.
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These reflections on September 14th and 15th happened months before Newton
completely consolidated all national BPP chapters into the Oakland Party headquarters and
nearly four years before the official founding of the Oakland Community School. Despite the
timing, the tension between the easygoing tight-knit community and the armed headquarters of
the revolution’s vanguard was prevalent through Blake’s observations. While the tension would
change over time, the Panther living and learning spaces would continue to navigate various
threats from without, as they attempted to manifest the elements of a collective radical
imagination within.
This chapter will explore the evolving culture of the Oakland Community School in the
later seventies until its close in 1982. As accounts from students, teachers, and parents in the
previous chapter elucidate the hidden curriculum that accompanied the explicit curriculum of the
school, they also create a stark contrast to life outside and after the school. Moreover, the journey
through the environment of the OCS speaks to how its climate morphed at the same rate as the
larger organization, though not always in congruence. Perhaps the changes of those in power
signaled the school’s eventual closure. Nevertheless, the implications for the pedagogical
possibilities rest within the school’s glory days from approximately 1974 to 1979.
Part 1—All Day Everyday: The Dynamics of the Seamless Home-to-School Experience
As previously noted, the Oakland Community Learning Center remained open nearly the
entire day—from early breakfast through evening courses and events. Beyond this, all of the
children of Panthers stayed within dormitories that were supervised by BPP members. Between
the dorms and the school, students spent a significant amount of time with these adults. In fact, it
was more common than not for cubs to spend more time with other BPP members than their own
parents. Such interactions frequently created a learning connection between home and school.

155

Students like Ronnie Brooks remembered the importance of the dormitory in their
development. Brooks, who also goes by the emcee name Money B, graduated from the OCS in
1981. Born in Philadelphia in the fall of 1969, Brooks was often in the same classes with
Gregory who was born in January of the following year. Unlike Greg, he did not begin his
schooling at the OCS, but he remained beyond Greg’s time. After his father joined the Party in
the early 1970s, he eventually moved to Oakland as Newton concentrated all efforts back in the
Bay Area. In 1975, Ronnie began at the Oakland Community School. When asked about his
favorite teachers, Ronnie could not name just one:
You know why it’s difficult for me to differentiate is because, I also stayed in
the…dormitory during the week, so you know, the teachers that actually taught
me, and the counselors or whatever you want to call them, that kinda took care of
us at the dormitories, and the transportation people used to get us to school, and
even in the cafeteria that used to feed us…breakfast and lunch program—it’s all
like the same thing to me because they all took care of us. So I didn’t look at any
of them any differently because they all cared for us in the same manner.3
Ronnie’s story shared similarities with Greg’s account about exercise and preparation at the
dormitory before heading to school. Early morning calisthenics at home preceded the morning
exercises at the OCS. Students had a structure at home that prepared them for the structure of the
school day.4 One name that is consistently cited across all students’ memories is Haven
Henderson, who helped supervise the dormitories—how fitting a name for a place that sheltered
the children of Black revolutionaries. Henderson’s name is among a number of others who filled
the space between the children’s home and school. The communal dynamic reinforced spaces for
children to learn how to engage with each other and to share. Their television time was limited,
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so when they did have the opportunity to watch, they had to negotiate with peers. While some
vied for cartoons, others were interested in sports games.5
Another major aspect of the home community was the meditation space. Actually, both
the school and the dormitories maintained spaces for meditation. These were largely due to
Ericka Huggins’s experiences with meditation in her own life. In 1969, while she was on trial
awaiting a sentence for “Conspiracy to Commit Murder” charges, she spoke to her lawyer
Charlie Gary about his yoga practices, including the head stands he did before he went into the
courtroom. She admitted, “I can’t be locked up and sad…I want to have that kind of strength
inside myself. Can you get me a book?” After receiving the book, Huggins used the principles
while she was in solitary confinement. Through her yoga routine, she enhanced her breathing
practices: “When you’re finished stretching your body, sit still a while and breathe…and it made
it so I was able to be with my daughter for that one hour every Saturday without falling apart.”6
Huggins’s experiences with yoga and breathing established the template for how Panther cubs
would also engage in breathing and meditation. Greg recalled that “Ericka Huggins was the first
person to teach me meditation—meditation techniques. Had us all quiet in class and taught us
how to chant…as a teacher, you know, four or five-year-olds are kind of acting up. But she really
was able to center us, and there was a real interesting dynamic seeing that transformation.”7
Greg’s commentary speaks to his affection for his meditation experiences. In his recollection,
there is a tenor of respect and admiration for the adults who could have students peacefully
interact with each other.
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Student Zachary Killoran also remembered his experiences with meditation, specifically
within the dormitories, with a significant degree of detail. At first, he credited the build-up of
meditation as a sort of collective response to Huey P. Newton’s increasing mental instability:
“So a lot of people found when Huey was going nuts, everybody” essentially had to have a
foundation. “So the new focal point is meditation. So instead of trying to save the world, now
you’re trying to save yourself. Because if you’re trying to serve the world, and you’re crazy,
what are you gonna spread? Craziness.”8 The centeredness that Huggins found through her
meditation, then, perhaps served as an intervention for the “crazy” that disrupted some of the
communal love of the OCS environment. This might explain why the later dorms were built with
multiple practical amenities alongside the holistic amenities, including the meditation room.
Zachary noted:
Yeah, there were dorms all over. Some just regular houses they had bunk beds in.
And they built one house specifically for us. Girls over here. Boys over here. Big
bathrooms. Bunch of showers. Bunch of stalls. Bunch of mirrors. We had a
meditation center downstairs in the basement…So when they first brought it in,
they cut our recess short. Made us go inside and sit down and meditate. None of
us really understood it then. The adults probably barely understood it also…They
had, you know, the pictures up. Sit on the floor. Dim our lights. Light the
incense…So the original meditation we started doing was Siddha Yoga. In that
particular dorm on 29th Street, it had the Siddha Yoga meditation room. And then
all the ladies that I knew that were running the school, they had left the school,
they all went to Siddha Yoga…
Zack uncovered some of the confusion around meditation. Students and adults had a
broad understanding of meditation, but there seemed to be somewhat of a disconnect between
how some of the teachers and students experienced the process. Perhaps the meditation exercises
had different effects for different people. Kesha remembered school meditation serving as a cooldown activity: “We did a meditation class right after lunch…to calm us down…it was in an open
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area inside the building that was kind of spacious, and we would all sit on mats and meditate.”
When thinking about meditation in her adult life, Kesha asserted that “I actually still use some
meditation techniques now to kind of decompress from the day… these things I'll take with me
forever.”9 While Greg’s and Kesha’s meditation memories carried a fondness for their
experiences at OCS, Zachary did not share the same sentiment.
I’m not sure if it got through to the kids. I know it didn’t get through to me.
Meditation got through to me a whole different way many years later…But
making kids sit still, that might be functional. But if they don’t know what they’re
doing, they’re just sitting there almost being punished…It’s hard to say…Me and
my brother tried to figure out how to escape it. We’d go hide out. We’d go find
some closet and hide in the closet.
Zack’s confession about his attempt to “escape” meditation is not the only memory of the
boredom some students felt with meditation. Ronnie Brooks also confessed
But then you know there was one thing in particular that I laugh at that I didn't
enjoy. At one point they used to have us meditate, and I never was really feeling
that concept. Meditating. Sitting there with your eyes closed? You know as a kid,
you're like what are we doing?...How long is this gone last? When is it gone be
over?”10
Regardless of the purpose behind the meditation, the mixed responses to the practice are
akin to the larger implementation vs. reception difficulty that consistently faced the Party. As
indicated in the previous chapter, Newton confessed that the people did not know what
intercommunal meant when the school was under the previous title, but he was responsible for
the term. Black Freedom Movement scholar and professor of women and gender studies Robyn
C. Spencer argues something similar about the relationship between espoused ideology and the
varied practices of such ideas on the ground.11 While the powerful cohesive message and
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protocol are communicated to the masses, the actual felt impact of these ideas differed from
person to person, including students and staff.
“They Looked Out for Us”: A Culture of Child Safety
Meditation was not the only component of the school that students met with a sense of
ambivalence. In the midst of their lives, students sometimes felt a tension about their sense of
safety. Because of the party’s role as a political organization under constant FBI surveillance,
there was a way that threats by the state—more specifically federal law enforcement—was
always present. Earlier in 1967, Panthers had already met the major frustrations with the
California state government. With the help of the Reagan gubernatorial administration, the state
legislature passed a law that limited the open-carry law for California residents. Neither the
public speeches nor crowds with guns on the capitol steps were enough to thwart the pending
legislation.12 After his exoneration and release from imprisonment, Huey P. Newton himself
considered the double-edged sword of the use of force and party’s ambitions that characterized
the BPP’s first year as an organization: “Perhaps some of our tactics at the time were extreme;
perhaps we placed too much emphasis on military action. We saw ourselves as the revolutionary
‘vanguard’ and did not fully understand then that only the people can create the revolution. At
any rate, for two or three years, our image in the community was intimidating.”13 Moreover,
according to Newton, their earlier fervor, while important in garnering followers and challenging
institutional violence, also enhanced threats against Party leadership that had a trickledown effect
on the rest of the Party, including families.
The lengthy epigraph from Herman Blake’s notes that opened this chapter also captured
the felt impact of those earlier years, even in the 1970s. Students themselves understood some of
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the ideological dynamics of the Party. For students like Gregory who were a part of the BPP
community before the official start of the Oakland Community School, passing out Panther
newspapers and learning about Party philosophy were activities embedded in their early
educational experiences. Though younger than Greg, Zack knew how his older sister, Meadow’s,
political philosophy was extremely sharp because of her early thrust into the BPP community.
Nevertheless, the bulk of the students interviewed spoke about the Oakland Community School
and dormitory as sheltered spaces—a community where they felt a great deal of safety.
Leilah Kirkendoll, whose parents were active in the BPP, was privy to many of the
conversations about happenings outside of the space between the dorm and school. An age peer
of Gregory, Leilah often remembered seeing her parents at school during the week before she
would go home to her parents on the weekends. She also remembered that the school “wasn’t
just reading, writing, and arithmetic at the higher levels. It was everything. It was allencompassing.”14 Nevertheless, she also recalled clues to the periodic violence children were
susceptible to outside of the dormitories that did not register as violence in her mind until much
later. To speak to the safety-danger tension, Leilah recalled, “Greg’s best friend had a gun graze
on his leg—as a kid.”15 She referred to the experience to add a note about the difficulty of
translating their childhood experience to non-BPP children: “How do you talk about that?”
While Greg’s accounts did not speak about the bullet graze specifically, he did note the brand of
violence and loss that characterized his friend’s childhood: “My ‘plight’ paled in comparison to
my bunkmates. We all knew Geronimo and Mai’s fathers. We know that they were murdered in
cold blood.”16 Geronimo Clark’s father was shot on September 13, 1969, just two weeks prior to
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Geronimo’s birth. While some accounts link his death to the police, an article dated in 1971
asserts Nathaniel Clark’s romantic partner, Geronimo’s mom, was responsible for his death. This
tragedy was among several that took place between San Diego and Los Angeles branches in
1969. Such events preceded the heavily publicized January 1969 UCLA shoot-out and death of
L.A. Panthers Bunchy Carter and John Huggins that heightened the BPP’s existing conflict with
the Us organization—a fight that eventually led to the imprisonment and trial of several
Panthers, Bobby Seale and Ericka Huggins included.17
Huggins, whose husband was killed in the UCLA shoot-out, also spoke about some of the
difficulties Black Panther children had overall. She noted how “the children of Party members,
some of them had a rough, rough go—not at Oakland Community School, but being the sons and
daughters of Party members, and also in the dormitory where many of us placed our children
when we had to travel and speak or do…We worked sometimes 19 hour days. So, that had an
impact on our children as well.”18 Her honest reflection is indicative of the types of multilayered
lives that existed for Panther children. The community helped to support the children when their
biological parents were not present, but how much of that absence was a result of their
commitment to the revolution? Perhaps the one space that felt the most protected from the
violence that surrounded the Party and the school in general was within the walls of the Oakland
Community School.
One of the few white students who attended the school, Amber Landis-Reedy, had a
childhood experience that spoke to the “rough go” Huggins mentioned, even though her parents
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were not members of the Black Panther Party. Born in 1969 in the Haight-Ashbury area, Amber
was a cohort above Greg, Leilah, and Ronnie. She was introduced to the BPP because her
parents were members of the White Panther Party, a political organization that aligned itself with
the political ideals of the BPP.19 Her step-father began taking martial arts courses at the OCLC,
which ultimately connected the family to the school. When Amber initially began at the OCS in
1975, she commuted from San Francisco. Soon after, she began staying in the dormitory. When
she tried to recall the adults in the BPP community, Amber remembered Haven who stayed in
the dormitory with her. Amber came to stay at the dormitory because she experienced violence
within her home. For her, the Panther community was very much a safe haven. Even though she
was “a white girl in that school, [there] still was acceptance.” The feeling still resonated for her
over forty years later: “It was safety for me, a chance to be a kid…my background was, you
know, abusive…There was a lot that went on with the school…that gave me a safe place to
be…So being in that environment: number one, being away from the abuse—number two, being
treated like I mattered, like a kid….it was just joy—joy, joy, joy…I just never remembered any
kind of negative aspect, you know.”20 Even in the midst of the traumatic abuse she faced before
and after her time at the OCS, Amber recalled how the school felt like a place where she felt
fully affirmed—free to be a child. And while some of the details of her transitions from place to
place eluded her, Amber still held memories of “Ericka just being there all the time, and I don’t
know how, but it seems like every time a child needed something, she was there.” Ericka’s
ubiquitous presence in Amber’s memories, accompanied by a large amount of behind the scenes
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work it took to run the school, are also a significant part of the overall culture that permeated the
school.
Perhaps the interactions among the adults behind the scenes did not always convey the
same calm rationale that was consistently present within the school community. Leilah
remembered how members of the party visited the home of some parents when they were
concerned about a student’s safety. There was one instance of a “girl coming to school abused
one day. They went to the house” and threatened to take her. Actually, as a “matter fact, we gon’
take her.” That is exactly what they did. Members of the party “moved her out, moved her to a
dorm.” Taking on the persona of the members who removed the child, Leilah declared “We gon’
take yo kid cuz you ain’t treatin’ her right.”21 Interestingly enough, Leilah never mentioned the
name of the student, but the occurrence sounds similar to Amber’s experience. How common
was it that the Party removed children from unsafe homes? Perhaps a later project will develop
that interrogates this phenomenon more. What these two accounts illuminate is the BPP’s desire
to maintain the safety of children in its care at all costs.
The safety also extended to the areas surrounding the school. Kesha Hackett-Belcher,
who lived away from school but walked with her family to school, recalled how “Ericka always
looked out for us.” A cohort younger than Greg and his friends and an age peer of Zachary
Killoran, Kesha remembered the only negative experience about the OCS was the graffiti. When
thinking about the school buses, she wondered “Why would they do something like that? We’re
kids; we’re just trying to get to school…” Still, Kesha’s frustration over tagging did not make her
feel unsafe. There were three occasions in which she felt particularly protected. One time while
on a field trip to a local plant nursery, some of the adults working there asked “What school are
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you from?” Her teacher, Jason Brundage, replied “None of your affairs.” Another time, an adult
offered to give the students donuts if they embraced Jesus. Ericka Huggins was upset by such
proselytization. Kesha remembered a male teacher who “went over there” and “told the man,
‘Don’t do this with these kids…what are you trying to do?”22
Within the school walls, the students felt an open line of communication existed with
staff members. Both Kesha and Ericka Huggins remembered Kesha’s third example, when a
substitute teacher was on campus, and the students had a negative vibe about a teacher .23 She
and a few other friends told Ericka immediately, and the next day “his butt was out of there…she
didn’t even question it or anything. She just said, ‘okay.’ That was it.”24 Kesha’s experience
speaks to the students’ sense of ownership and efficacy in their learning community. Students
were not just co-creators of the classroom; they had a voice in the spaces throughout the school.
Even as students encountered instances of violence beyond the campus environment, they felt a
sense of safety within. Zack asserted that they “were isolated around from what was happening
on the streets. I wasn’t allowed to go outside and play. I lived on the cul-de-sac. I saw the end of
the cul-de-sac once, and I was in a shopping cart, and an adult was pushing it.” Because his street
was on a cul-de-sac, it was fairly excluded from daily through traffic. And for students like Zack,
even when he stayed with his father or mother over the weekend he still “was very isolated.”25
Only occasionally did he find himself attempting to fight a handful of kids in his mother’s
neighborhood. Still, the consistent threads of his earlier childhood memories involved a feeling
of protection from the outside world that essentially only had room for his school and dorm
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communities. Leilah, who was a year older than Zack, felt similarly. In her experience, “the kids
were really sheltered, which is amazing, right? Because there’s so much other stuff going on, but
the kids always had everything they needed.”26 Director Ericka Huggins noted how the school
had a partnership with Oakland Children’s Hospital, so that all students’ health needs were met,
including vitamins, check-ups, and more.27 While many of those needs were tangible, there were
other socio-emotional needs also being met. In the culture of a school that had “no big ‘I’s’ or
little you’s,” students felt like they were protected and that their opinions and ideas were valued.
Safety transcended the threat of danger and entered the realm of what Paulo Freire referred to as
liberatory praxis—the space available for teacher and student to question, think and dream in
order to thwart oppression.28
The school, too, appeared to be a much safer space to put into practice the Party’s
publicly affirmed political stances on gender and sexual orientation. Just as Huggins supported
young boys who wanted to dance in ballet and young girls who wanted to engage in martial arts,
she encouraged staff who were grappling with heteronormativity to problematize the norms they
had internalized. In one instance, a young boy saw one of the volunteers painting a girl’s nails
and asked to have his painted.
And then one of the men at the school saw this and go, "Why you gon do that to
that boy?"
And I happened to hear it. I said, "Excuse me. Could we go over there and
talk a few minutes? So what's going on? Why are you so upset?"
"Well, it's gon make him- it's gon make him- I don't know. It's not right."
I said, "Well, tell me what isn't right about it. He asked to have his nails
painted. He just wanted paint…
"Boys ain't supposed to have no paint on their nails?"
"Why? Who said that? Who made that rule? Where are they?"
26
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"I don't know, Ericka, you being-? Why you asking me all these
questions?"
I said, "Because you work at Oakland Community School where we do
not create barriers; we break them down. And that little boy heard you say, 'Why
you gon do that to that boy?' like it was-like you were poisoning him. Like, like
he was being poisoned. That woman was just being kind. I want you to think
about it and come back to me whenever you can."
Huggins was concerned that the young boy had heard the man’s response and the stigma it
embodied. Her use of the word “poison” and explanation of what the OCS stood for are
interesting contrasts to both the man’s behavior and the politics of sexuality in the broader Party
practice. While declarations from Newton mentioned in chapter 3 leveraged a new set of
practices, a number of BPP scholars have explained how queer relationships between women
were not always frowned upon in some chapters while in others, men attempted to police
women’s sexual politics by connecting them to the goals of the revolution.29 So far the
scholarship of queer men in the Party is scant, largely because the threat gay men’s identities
posed to masculinist practices of many of the cis-men in the Party.30 Huggins’s questioning,
then, directly engaged this man in a conversation about liberation in action that transcended
Huey P. Newton’s lip-service 1970. Eventually, the man returned to Huggins and admitted, “he
didn't know why he thought that or where he'd been told it. It was just wrong…it wasn’t even
media produced; it was just there.”31 Huggins’s method of questioning disrupted this man’s
heteronormative thinking—ideas he had taken as given, a sort of “law.” Because the sense of
student safety was her priority, Huggins practiced a pedagogy of feminism that affirmed all
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students’ identities at the same time as it simultaneously challenged patriarchy, a practice bell
hooks would not fully identify until more than a decade later.32
The school was not just a place where students felt a sense of safety; teachers also felt the
warmth of community, so perhaps the idea of collective care ensured that everyone felt
connected. Vivette Blackwell (formerly Miller), one of the handful of non-Panther teachers in
the early OCS years, recalled how an entire school community came to her rescue. Someone
entered the school, grabbed her purse, and ran. According to Blackwell,
I ran after him screaming ‘He’s got my purse! He’s got my purse!’ All my
students ran after me; the students in the next classroom ran after them; he passed
the martial arts class, so the martial arts men took on after him, and all the kids
from the martial arts class took after them, and so [laughs] it was 1 or 200 people
running down East 14th Street, and the poor man…he was shaking like a leaf, and
he gave the purse back…and it was like a big family…you knew you could get
support.33
This somewhat comical account of exponential numbers of supporters connects staff experiences
of safety to those of the students. While one could easily critique how a random stranger could
have entered the school, there is much to be said about the communal response to the teacher’s
loss of her purse. Moreover, the “big family” description she employed was also a phrase that
undergirded the early liberation school in 1969.34 Indeed, the move from inculcation to openended standardization was imminent, but the communal threads that were characteristic of the
early days—while evolving—maintained a degree of constancy throughout the next decade.
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Youth Council and Justice Court
“No investigation, no right to speak.”
-Michael Napier35
Imagine coming home to the comment above posted on your refrigerator only to find that
your six-year-old son had learned this at school. The consistent questioning discussed in the last
chapter was not exclusive to the classroom community. Any time students had a conflict with
another student or wanted to know something, they were pushed to investigate. Teachers of
primary age children and the director herself can recall how they often encouraged students to
investigate.
During Huggins’s tenure, she was told about a group of young girls who giggled and
referred to one of the male teachers as gay. One of them was her daughter, and the staff member
who reported the incident to Huggins wanted to make sure that the director showed no partiality.
Huggins called the girls into her office, questioned them, and told them to ask the teacher about
his sexual orientation. She recalled,
“Well, you've decided that he is and you're gossiping about it. If he is, he would
say yes and if he's not, he will say no. You're asking a question. We're all about
asking questions here. It's not a- It's not a shameful thing, girls." And my daughter
nodded and her best friend, they—they got it. "We're just busted." And I said, "So
you know, investigate and tell me what you find out." And they left all scared
because they knew they didn't want to ask this grown up man anything.36
Obviously this account went well, but one can only imagine the discomfort the teacher might
have felt if he were directly asked this question by the students. There was something about how
she posed this to these students in these contexts that yielded the intended effect: the end to a
speculation about someone’s personal business. Given the time and the complicated relationship
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some members had with heteropatriarchy, Huggins’s account problematized the dynamics of
sexual orientation.
This conversation about investigation was also consistent in the youth run leadership
spaces. As the philosophy of the IYI and of the OCS both state, the Panthers’ school was
dedicated to honoring student voices. Students sat on governing committees and planning
committees, and they had the freedom to express their inquiries, fears, concerns, and
suggestions.37 One of the areas where students’ voices was most pronounced was the “Justice
Court.” In a public access video with LeVar Burton, students are shown completely facilitating
the Justice Court. If a student misbehaved or behaved in a way that worked against the
collectivist idea of the school family, they had to appear before the Justice Court, which was
composed of a committee of their peers who asked questions to determine the root of the
problem. Students Socratically inquired about their peers’ behaviors and repeated back the
details of the unfavorable behavior. Active listening, critical thinking, and reflective questioning
were required to negotiate with the student whose behavior was in question and with the
members of the court. After this careful questioning and deliberation, the court would suggest a
"method of correction," which essentially was the consequence or intervention for the behavior.38
This type of responsibility and sophisticated social engagement reflects the dialectical
relationship and student-driven accountability expressed in the handbook. While this process was
by no means perfect, it pulled away from the traditional notion that teachers act as the arbiters of
truth; students, instead, held each other accountable. One staff member noted that the students
would make mistakes in the process, but that this, too, was a part of the learning experience.39
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Teacher Rodney Gillead said that whenever a student made an allegation or had a problem, the
first question was “Did you investigate?” He says that such a system put the “onus on the kids,”
as they were considered to be “fully participatory human beings in the process.”40 Gregory also
appreciated the Justice Court and remembered it fondly. He said it was mainly composed of
older kids. When recalling the experiences, he said, “You kinda have to explain your actions, and
it actually made you think, ‘Why DID I do that?’ We were taught at an early age that there’s
rules. Panther rules, and it’s important to adhere to them. About being accountable—selfaccountable.” Gregory further recalled that there wasn’t a “gotcha” embedded in the spirit of the
school. He did not feel like teachers were out to get him.
From Gregory’s insight, one can see how the OCS staff worked with students to coconstruct the learning environment in the classroom and beyond.41 Moreover, a sense of agency
as thinkers and decision makers complicated the notion that students should be seen and not
heard. Teachers and students were stealin’ the meetin’ and enacting educational opportunities in
a larger Oakland landscape that deemed children of color “ineducable.”42 Gregory’s reflection is
important as an indication that knowledge of self and collective respect were deeply embedded in
the school philosophy. The warmth of the culture and the heightened academic success helped to
increase the attention outside people paid to the OCS.
Part 2—More Changes: The Glow-Up and Downturn of the OCS
Maintaining a Rep: The OCS’ Positive Attention
“I took a picture of Rosa Parks being there…Maya Angelo…it was a bunch of
people who came to the school to visit us..”
40
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Kesha Hackett-Belcher43
The Oakland Community School garnered a significant amount of attention from the
outside world in the later 1970s. Beginning in 1974, the leadership of Elaine Brown at the central
level of the BPP and Ericka Huggins at the educational programming level ushered in a new
phase of community outreach. The Oakland Community School quickly grew, and as a result of
the earlier fiscal support and educational resources it received, the students’ academic skills
became increasingly apparent to city, county, and state officials. As one scholar asserted, the
OCS created an opportunity for the BPP to serve the community and simultaneously help others
to gain a better understanding of the Party’s changes, goals, and purposes.44 Such lessons were so
well received on the outside that the California Department of Education honored the school and
labeled it a “model school.”45 Underscoring the language of a “model,” the Black Panther news
service published a series on the school that provided a clear synopsis of the OCS’s curriculum
overview.46 Huey P. Newton’s assessment of the OCS in a paper for his PhD program at UC
Santa Cruz also discusses it as a model school.47 The idea that the Oakland Community School
would provide a blueprint for quality education was simultaneously a part of the school’s internal
goals, its description of itself, and its reception by those on the outside. During Governor Jerry
Brown’s first term, he also presented the Oakland Community School with an award,
commending the school for “having set the standard for the highest level of elementary education
in the state.”48 The state legislature added to the commendation when it praised OCS as a school
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that “concretely defied the myth of the uneducable child.” The Alameda county affirmed that the
OCS “exemplified the highest standard in quality education, particularly for the disenfranchised
and alienated young people of Black and other minority and poor communities it primarily
serves.”49
Eventually many prominent people visited the OCS because they were curious to learn
about the Panther School that had generated so much attention.50 Students and staff who were at
the school in 1979 all recalled the day Rosa Parks came to visit. Math instructor Steve
McCutchen tried out his Chisanbop lesson for the first time that day with Greg, Ronnie, and
Carol Granison’s daughter Meadow. Kesha and a number of other students acted in a production
that included singing and a reenactment of the Parks’s bus experience that she was so well
known for.51 Parks wasn’t the only visitor, though. Student Ronnie Brooks “remember[ed] the
different artists and celebrities that would come to the school. Like, you know, Stevie Wonder
came to the school. Rosa Parks came to the school. Willie Mays came to the school. I always get
the writer mixed up, so I’m not gon’ say his name.”52 The author he was most likely referring to
was James Baldwin, a literary giant at that time whose popularity was similar to that of Maya
Angelou, another author who also graced the East 14th Street building with her presence.
Students had access to both traditional and experiential curricula and direct engagement with
living legends—veritable “archives of flesh,” in Robert Reid-Pharr’s phrase, that positioned
these Black subjects as sites of possibility.53 While the explicit curriculum accounted for artists
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who served as guest speakers in art classes, the hidden curriculum created opportunities for
learning via visits from Black and Brown political and cultural giants.
The Oakland Community School’s reputation extended far beyond the East Oakland
community, and the accolades it received attest to such a claim. The aforementioned public
access program with LeVar Burton highlighted a school that nurtured cultural competence,
critical thinking, and student leadership.54 Eventually, the school had televised commercials. One
included a montage of activities that showed the students engaging in high-energy activities.
Gregory Lewis would become a “star” in both this video and the public access video, and people
recognized him on the streets as “the kid sitting at his desk.”55 Greg was not alone; he was a part
of the collective buzz surrounding this forward-thinking school in the middle of one of
California’s most underserved communities. Those who visited the school from far and wide
found that the positive earlier claims insiders and outsiders made about the OCS were wellfounded.56 Many of these external came in light of Huey P. Newton’s 1977 legal battles, which
involved non-Panther benefactors whose roots outside of the state drew national attention to the
Party and the OCS.57 This particular attention would signal the eventual financial decline and
closing of the school.
When it All Falls Down: The Decline and Closure of the Oakland Community School
As the recognition for the OCS increased, tensions within the Black Panther Party also
started to become manifest in the school community. While the mission of the everyday
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environment of the Oakland Community School looked very different than the self-defenseheavy discourse of the Party’s 1960s and early 1970s years, the OCS could not escape the
trickle-down economic and social backlash of the larger Party. In addition, as the school
enhanced its relationship with local government, it also employed mainstream practices that
veered away from more of its open-ended, student-centered learning experiences. The Party was
changing, the school was changing, and the warm and fuzzy acclaim came amidst intermittent
struggles to maintain the model school.
In 1976, two years after the IYI became the OCS and the exact same year JET Magazine
featured the school, the OCS administered the California Test for Basic Skills. The test was one
of the first standardized assessments for K through 12 children. Huggins recalled, “We did
standardized testing just to get our children ready for testing, not because we wanted to prove
anything. However, our test scores were better than those of their peers in public school. Not
because they were smarter. That whole idea of academic intelligence is just BS.”58 They
administered the test in subsequent years, and luckily, the scores helped them to gain favor and
funding from the California Department of Education.59 Nevertheless, students like Greg assert
that the test was the one time they felt like the school experience was most disconnected from
what they knew it to be. Greg confessed that it was the only time he felt like they were being
taught “what to think”:
I was kind of forced to be put in this box. You know they have questions on there
like what does this—you know, synonyms, you know, and antonyms and things
like that. And sometimes, maybe when you think creatively, you- see- more than
two answers are right. Then you gotta pick the one right answer you know. And
so, instead of having this idea, well, and being able to argue and dialogue, well,
you know, this is similar and this is similar. There is just only one right way to
answer. So, in a lot of ways I had to shut off, I had to shut off my critically
analytical mind and just, like, be squared into the box. What I did find, in
58
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retrospect, that it was a lot easier…And then around that time, the school had to
become more compliant with state legislators’ mandates as well so we can keep
getting funding.60
Gregory’s recollection spoke to many issues. At first, the test was a pedagogical tool—an
opportunity for the students to become familiar with assessments they would encounter in the
higher grades. Like the language arts instruction, the attempt was to allow students to translate
aspects of their educational experience to educational spaces they would inhabit later. The CTBS
soon became a part of the school’s application for state aid in subsequent years, and perhaps
what Greg explained was an evolution of the testing process. Nevertheless, the test itself, along
with the procedures and apparatus surrounding it, were dissonant with the students’ overall
educational experience. Greg’s comment about the ease with which he approached many of the
answers on the test explains how several of his peers were testing two to three reading levels
above grade level. Zack, too, recalled that his math skill was the equivalent of pre-calculus when
he left the OCS at age nine.61
The language of standardization began show up in other courses after a period of time.
Greg, a young musician, who sat first chair in the OCS band had now noticed a change in his
music class. The young student recognized how at first, “you’d just pick up your instrument and
just play. All of a sudden, we had to read music…it changed our dynamic in that way, you
know…when you have that foundation of being able to free form...that created for me, at least,
an ability to balance that with normal, traditional, educational practice.”62 Gregory’s memory
suggests that the freedom students felt, even in their electives, was compromised as the school
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developed over time. Nevertheless, he still felt the music class as a whole was a significant
experience for him.
Still, the CTBS tests were a mild transition compared to the events that happened within
the BPP’s leadership. In her autobiographical account, A Taste of Power, Elaine Brown discusses
how the gender dynamics of the party were ever-present.63 When Huey P. Newton retreated to
Cuba after an IRS investigation co-partnered with the FBI, he named Brown the party chair. It
was during this time some of the underlying patriarchy surfaced, and Brown “discovered that her
intimate relationship with Newton and her nondeferential attitude toward male members angered
some Panthers, who began to complain that women had taken over the organization.”64 For the
next two years, Brown experienced some pushback, but her time as chair also ushered in a
significant amount of change. It is no coincidence that the Oakland Community School officially
changed its name in 1974. The JET article also appeared during this time, boosting the reputation
of the school as it complimented Brown’s leadership.
Unfortunately, when Newton returned from Cuba in 1977 to face his 1974 accusations,
Elaine Brown immediately saw some of the patriarchal old guard manifested in the male
members.65 Ericka Huggins, too, attested to the shift. It was as if some of the men had seen in
Huey P. Newton a reclamation of heteropatriarchal power.66 The Young Greg Lewis
remembered Huey’s return as triumphant, and he was proud that the leader held a press
conference at the OCS: “To our ‘uneducated' eyes, he was the embodiment of what a man should
be. A Black Man. Like Ali, Malcolm, he was our superhero. Now that ‘HE’ was back, everything
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was going to be ‘All. Right!’”67 While this sentiment about a young man’s hopeful attachment to
Huey seem to have been shared, things would be far from “All. Right!”
In the weeks that followed, Brown’s relationship with Newton became increasingly
strained. The leader held considerable distrust of members, and his support of Brown diminished.
She confessed that “the final straw” for her came when a male member punched OCS codirector, Donna Howell, for Howell’s criticizing his performance.68 Brown resigned from the
BPP shortly thereafter. That this violence was enacted on a leader of the school known for
creating a safe community is worth noting. Despite all of the ways the BPP fought against its
own relationship with patriarchy, tensions remained. In cases like this, the tension manifested in
physical violence. Brown’s resignation foreshadowed a series of strained relationships that
eventually broke under the weight of unstable Party leadership and the party’s financial
difficulties.
In 1977, Elaine Brown was not the only person to leave the BPP fold. Though not a Party
member, Rodney Gillead, who was a respected educator at the OCS, left the school for a public
school career. In time, Gillead would honor the school as a place where the quality of education
was unmatched, and yet the young OCS educator in 1977 was overworked and grossly
underpaid. When asked why he left, he chuckled and confessed, “I wanted to get paid.”69 Gillead
might have left the environment of the OCS, anyway, but his first school assignment at Martin
Luther King Jr. Middle School offered some similarities with OCS. It was created for the
children of the Hunter’s Point community of San Francisco. When comparing Martin Luther
King Jr. Middle School and the OCS, Gillead could recall,
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Oakland Community School was primarily there to serve poor underprivileged
Black children. A large portion of them were the children of Party members and
then there were sprinkling of, of kids from outside the community whose parents
wanted them at the school. But the school was very sought after by people in the
community because they knew that their kids were going to learn to learn at a
high level and that the faculty was very responsive to families' needs. That
element did not exist at Martin Luther King Jr…I guess the most progressive
thing is they had a cadre of cross-discipline teachers that were being supported by
San Francisco State to, the latest and the greatest curriculum planning and
extracurricular activities and the like.70
Gillead’s memories of the two environments harken back to the proposed interventions of the
Oakland Unified School District just across the Bay Bridge from MLK Jr. Middle School. In the
1960s, under ESEA, the OUSD made a number of curriculum decisions that were in line with
what educators would consider to be “cutting edge” approaches, even by today’s standards.
Some of these approaches included a James Brown reader, Pan-African flags and symbols in the
classroom, and daily affirmations.71 Nevertheless, some of the major decisions about how
schools run and who they employed did not pay significant attention to the needs of the
community. Worse, when it came to paying those community members who did work in
assistant and administrative roles, those voices were left out.72 It was to an environment of this
sort that Rod Gillead transitioned to after his OCS days. While MLK Jr. did not possess the same

70

Gillead, Oral History with Rodney Gillead by author.
See for example, “Hoover Teachers Develop Effective Program Using ESEA Reading Labs,” New Directions,
October 1967, Volume 3, Number 1 edition, Oakland Unified School District newsletter collection, MS 199, African
American Museum & Library at Oakland, Oakland Public Library, Oakland, California; “Lockwood School
BecomesSite Of ESEA Demonstration Program,” New Directions, October 1967, Volume 3, Number 1 edition,
Oakland Unified School District newsletter collection, MS 199, African American Museum & Library at Oakland,
Oakland Public Library, Oakland, California; “Contributions of School Nurses Are Vital To Success of ESEA
Program,” New Directions, October 1967, Volume 3, Number 1 edition, Oakland Unified School District newsletter
collection, MS 199, African American Museum & Library at Oakland, Oakland Public Library, Oakland, California;
“Puppets Used to Teach Cultural Contribution,” New Directions, May 1969, Volume 4, Number 2 edition, Oakland
Unified School District newsletter collection, MS 199, African American Museum & Library at Oakland, Oakland
Public Library, Oakland, California; “ESEA COMMUNITY AIDES ASSIGNED.” More of the Martin Luther King
School will be discussed in the following chapter.
72
“A People’s Victory.”
71

179

educational or communal feel he was accustomed to at OCS, it did provide “extra
pay…to…keep the school on the cutting edge of what was happening.”73
Vivette Miller (Blackwell), another OCS teacher who was featured in the famous JET
article on the page following Gillead, was the other non-Panther teacher to leave the school
around this time.74 She taught for over 45 years in total, and her short time at the OCS was still a
period she remembered fondly. Nevertheless, Ms. Miller was very much over-worked. While she
reaped the benefits of having both her children and nephews educated there, she still had to work
long midweek hours and attend meetings on Sundays. She credited her literacy education
approaches to her experience at OCS and was grateful for the warm community at the school.
When the young educator purchased a home outside of the neighborhood, she decided to turn it
into a daycare center that she kept running “for 12 years, 12 hours a day, 12 months of the
year.”75 She then returned to public school teaching in the Bay Area, very much disheartened by
some of the rote, scripted teaching she saw in schools.76
Miller and Gillead were not the only educators to leave in the latter part of the 1970s. In
1978, Haven Henderson--Panther member, educator, dormitory guide, and mother of Steve
McCutchen’s firstborn son Ashanti--moved to Philadelphia; Ashanti was only four at the time.
Steve McCutchen remembered how his son would often wander the halls of OCS in search of his
father. The younger McCutchen lived in the dormitory with Zachary Killoran at one point.
Panther life was difficult for Haven Henderson, though. As a mother from the East Coast with a
young child and little fiscal support, she returned to Philadelphia to recalibrate and eventually
return to school. The younger McCutchen would no longer chase after his father.
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In the year following Haven and Ashanti’s departure, Steve McCutchen resigned from
the BPP. In his own memoir, McCutchen recalled how
Comrades before me were now gone, comrades who had shown their faith in the
Party and their loyalty to the Party seemed wilted and overwhelmed. As I sat at
our Brookdale pad alone, I looked at the options that appeared before me. I
weighed the time that I had spent with this organization that was still leaps ahead
of any other…Somehow, I was relieved after the years, but there were the gifts of
other comrades and the learning of the Party’s journey that would always be with
me. As I walked down E. 14th street that January night, I wiped away a few tears,
looked back one more time, and then looked at the clear night sky, and whispered
for my reassurance, “At least we were free for awhile.”77
McCutchen had been with the Party for over a decade, and he struggled to let go. Part of the
tension he experienced came from the Party’s miscommunication over the past several years.78
Another element of his departure had to deal with the time he had struck an adult BPP member
out of frustration and the subsequent physical “punishment” he received that sent him to the
hospital.79 And yet another reason included the decline of the Party’s core; certain members were
engaged in corruption that he had now become privy to. Steve’s somewhat blind loyalty had
subsided. Exhausted, frustrated, and under-supported, he left the Party that defined so much of
his adult life. Regardless of his conflicts with the organization, he was committed to the children.
Because the school still had enough funding to support him, McCutchen taught an additional
year as a non-BPP instructor. His commitment to the students superseded his long-term fidelity
to the Party. At the same time, McCutchen’s dedication to his own children was painfully absent.
During his last years in the Party, he admitted, “Another assignment. And I could hear Haven
and Pam in the back of my mind. If I didn’t create something that kept me away from Ashanti
and Kali, then circumstances did it for me.”80 While “Party members were free to have lovers—
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male, female, multiple lovers anytime they wanted,” the complications of living in such close
community under the intensity of Party demands often strained relationships, even among the
most faithful Party adherents.81
Pamela Perkins, long-time BPP member and mother to Greg, also shared a connection to
Steve McCutchen and knew this strain well. The two had a daughter together, Greg and
Ashanti’s younger sister, “Kali Nefertari Sojourner McCutcheon [sic].”82 The newest McCutchen
was just a few months younger than Ashanti and could recall even less about the OCS than her
brother.83 The year following Haven Henderson and Ashanti’s move to the East Coast—just days
before Steve McCutchen resigned from the Party but remained on Staff—Pamela left the Party
that “had spun dangerously out of control.”84 Fearful of reprisals from the BPP, Perkins did not
relay to her 9-year-old son the details of the departure until the day she removed him from the
school:
I know this is hard son but we are no longer in The Black Panther Party and I am
taking you both out of the school.
This was not fair. I didn’t have a say. I didn’t get to vote? I was stunned, numb,
pissed. No school, no Mai, Ronnie. I could not put this into perspective…
I sat on the closed toilet lid and counted the tiles on the bathroom floor…I had
just turned 9, 1979, on the 9th day of the month. There are 9 letters in my zodiac
sign. Capricorn. I didn’t feel lucky.
I cried as I sat in the bathroom.85
Young Gregory had been raised in an environment that affirmed his voice, a constellation of
spaces that allowed him to feel like his opinion would be considered—where democratic
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processes abounded. At this moment, he felt powerless. Pamela, the overworked single mother of
two, had done what she felt was necessary. Even though she tried to lessen the blow by treating
the children to whatever they wanted that day, Greg saw the beginning of the end.
Greg was among a number of children who left OCS in the late 1970s and early 1980s.
He, Kali, and Ashanti were just a small number. The year before, Amber, the young white girl
from San Francisco, had left the school on the grounds that she would be returning to live with
her mother. She soon learned that this was a deception, as her mother’s friend returned Amber to
her abuser and away from one of the warmest environments she knew.86 Leilah’s mom was
imprisoned on Party-related weapons charges, and the young Leilah had to move to Southern
California to live with her father.87 Despite the fancy new dormitories with individual stalls and
bunkbeds to accommodate more children, the number of Panther cubs continued to dwindle.88
According to Greg, “some of them ‘vanish[ed] in the night’ with their parents,” often because of
the party’s growing “dysfunction.”89 The community that students felt provided an
overwhelming sense of safety now posed a threat to families that necessitated covert escapes.
While some students like future rapper Ronnie “Money B” Brooks would graduate from
the school before having to leave, others left because of other circumstances.90 Kesha, one of the
non-Panther children, left after her parents divorced. She and her brothers transferred to public
schools in the East Bay.91 Zack was not allowed to finish through the end of the year. He went on
a trip to Southern California during spring break. When he returned, he found out that he would
no longer be attending the Oakland Community School. He spent the last six weeks of the 1980-
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1981 school year in a public fifth grade classroom because he was too advanced to be among
other fourth-graders.92 Like Greg, he was ill-prepared for the abrupt transition from the place he
called home for the majority of his childhood. The students’ stories about their painful departures
highlight what Huggins meant about the “rough go” children experienced.93
In 1980, when the school year ended, Ericka Huggins informed Steve McCutchen that the
OCS was no longer in a financial position to support him as a non-BPP member. As Steve
himself noted, the enrollment numbers had dropped significantly towards the end of his tenure,
so it made sense that some of the funding associated with those missing students would dwindle.
Both of McCutchen’s children and their mothers, Haven and Pam, moved on. Lacking both the
fiscal and emotional support necessary to raise their children, they initially relocated with their
families until they were financially independent.94 After his layoff, McCutchen, too, would leave
the Bay Area for other opportunities. He eventually would go on to public school education in
the East Bay, remembering and carrying forward the pedagogical methods he developed at the
OCS.95
By the fall of 1980, according to Spencer, “Only twenty-seven Panthers were left…One
third were over thirty-five years old and had taken part-time jobs to sustain themselves. The
party had been reduced to the OCS, where the vast majority of members worked…”96 Thanks to
Newton’s ongoing legal struggles and the continual mismanagement of Party funds, the party’s
debts increased and little money was available to support the struggling school. Herman Blake,
the aforementioned co-author of Newton’s Revolutionary Suicide, maintained financial records
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from the legal proceedings of his legal feud over the book’s authorship and appropriate royalty
payment from 1972 to 1978. While payments to Blake were not large, the amounts could have
covered tuition for several OCS students during the time.97
In 1981, Ericka Huggins would also make the painful decision to leave the Oakland
Community School and the Black Panther Party. The long-time Party member who spent more
than a decade in service to the Party could no longer endure Newton’s harmful behaviors, largely
intensified by his drug addiction. She recalled a severely aggressive interaction she had with
Newton the year before she resigned,
“Huey, your behavior, which I know is partly caused by the pressures you’re
experiencing, is having a negative impact on the school and the children, and
you’re using the money that comes into the school for yourself.” You have to
understand that he had never done that before. The school was sacred to him. So I
knew the drugs were taking him right over the edge…
He said, “Say one more thing and I’ll knock your teeth down your throat.” At
which point Donna jumped up out of her seat and she said, “I’m not having this.
I’m leaving.” And he said, “Sit down or I’ll kick your ass.” Donna didn’t sit but
she was totally stunned. I was, I don’t even know what the word was, I wasn’t
shocked but, I don’t know how to describe the feeling. It was a mixture of
feelings because I believe that he would. He didn’t touch me but I knew that
moment…The Huey I knew was gone. Gone.98
Despite this realization, Huggins stayed on for more than a year. This same aggressive version of
Newton persisted. Students once had warm memories of Newton in the earlier years, but even
the young Greg—who was enamored with the man, the myth—had heard whispers of Newton’s
drug use.99 Suffering from his own demons and refusing to take the medication for his bipolar
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disorder, Newton self-medicated with heroin. The final straw for Huggins was shortly after the
man she called “friend” had not only threatened her safety but the safety of her children as well.
She recalled the haunting encounter:
“Where’s your bedroom?” I think it means, “I want to talk to you privately,”
because quite often when I would go to visit Huey, I would go into his bedroom.
It was like his bedroom was his quiet place, his sanctuary. I said, “It’s upstairs.
What’s up?” He goes, “Follow me.’ So I went upstairs…I can give you the
details, moment by moment of how it occurred, but I will say…It was violent.”100
In the midst of the horrific encounter, Huggins’s young son was present. In the days after, he
slept with his older sister. Huggins thought it had to do with enduring the trauma. Immediately
after his assault, Newton ordered her not to tell, threatening to harm her children. In recollection,
Huggins stated: “And I was going to have to leave the school. But my inner life and my outer life
depended on it.”101 Determined to protect her children from the man and the few remaining Party
members still faithful to him, she left for Santa Monica and communicated her resignation from a
payphone. Like Elaine Brown, Pamela Perkins, and so many other faithful BPP women (and
men), Huggins had to leave secretly for fear of her family’s safety. After agreeing to turn over
her keys and leadership ring to other members, Huggins departed the school and the Party for
good. At the end of the conversation, all Newton would muster was a terse “Have a great life,
dear.”102 Just like that, the director of seven years, the BPP member for over a decade, and the
educational advocate for Alameda County public schools was gone.
The school did not last much longer. Stricken by mounting debt and holding on by a
thread under a violent, reckless, and untrustworthy leader, the BPP and the OCS ceased

100
Ericka Huggins conducted by Fiona Thompson, An Oral History with Ericka Huggins, 100. The oral history
includes more details of the account. Out of respect for how Huggins has not recorded these sensitive details
elsewhere, I refrained from including them.
101
Ericka Huggins conducted by Fiona Thompson, 101–2.
102
Ericka Huggins conducted by Fiona Thompson, 102.

186

functioning. In March 1982, a final notice for the $285 security bill was sent to the OCS. A local
Oakland produce company sent a notice for a three-month debt of nearly $2,000. Similarly,
Berkeley Farms mailed a second notice for a nearly $2,000 balance in addition to the newly
accrued debt that totaled more than $4,000.103 By the spring of 1982, it appeared that the Party
could no longer pay for meals at the OCLC. Perhaps the same was true for housing, as Zachary
Killoran recalled having to consolidate the remaining dormitory students into one place, lacking
the meals, structure, and amenities of the previous years.104 The vibrant school that had brought
so much acclaim and positive attention was now suffering from the downward spiral of Huey P.
Newton. When the school closed its doors that spring, it never opened them again.
Conclusion
The Oakland Community School was built on the positive changes of the Intercommunal
Youth Institute and the financial plenty of the larger Black Panther Party. The early years of the
OCS introduced innovative approaches, newly certified teachers and college assistants, and a
number of committed parent and community volunteers. It was truly integrated into the
community. No longer burdened with the heavy gun rhetoric and militant aesthetics that
characterized the Intercommunal Youth Institute, the OCS attempted to embody a balance of
freedom and structure in explicit curriculum, pedagogy, hidden curriculum, and culture. While
the balancing act was far from perfect, many of the students and early teachers maintained fond
memories of a nearly utopic educational community.
Ironically, while students felt that they were both safe and sheltered in their Panther
protected bubble, many of the adult Panthers—especially women—felt the threat of violence
from without and within. Whereas a non-Panther teacher saw the community show up to protect
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her when intruders entered the school in the earlier years, the director and co-director suffered
violence at the hands of men within the party in the latter years. In the early 1970s, Huey P.
Newton professed an ideology of revolutionary suicide—a willingness to die for the liberation of
the people—and he christened his memoir with the same name. The leader also denounced
reactionary suicide—one’s implosion or perpetual destruction as a result of oppression: a
complete yielding to the international capitalist powers.105 Perhaps he was unaware that the latter
part of his philosophy would be the prophetic script that detailed the fall of the Party, the school,
and the leader himself.106
At its height, the Oakland Community School had materialized what scholar Robyn D.G.
Kelley referred to as the “Black radical imagination” within the realm of elementary
education.107 OCS leaders and educators had dreamt of “otherwise possibilities,” even to the
extent that they empowered students to mediate their own social and academic troubles.108 At the
same time, dedicated teachers lacked connections with their biological children, even as they
served as parental figures to other children. Students were inquisitive participants inside and
outside of school who felt empowered. Many students were unaware that violence, financial
struggle, and instability marked so much of the Panther adult life, but those struggles that pushed
and pulled on the social structure of the larger organization eventually became the undoing of its
educational organization. The OCS, too, faced its own set of philosophical and social tensions
that could not be resolved any more than the larger Party’s issues could. Still, despite the
declension of the Black Panther Party and the Oakland Community School, the OCLC’s
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strengths provide an opportunity to see both the history and theory of curriculum and
instructional practice that existed at the Oakland Community School and through the greater
Panther legacy. The next chapter will unpack the theoretical implications of what the Panthers
championed as a model school.
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Chapter 5—Bigger Than the School: OCS Curriculum History, Theory, and Contexts
Part 1: Student Activism and Curriculum Studies History
The Black Panther Party created the Oakland Community School during the party’s later
years as BPP chapters closed and the remaining faithful Panthers across the country returned to
the Oakland headquarters. In relationship to the broader realm of education, the OCS was born a
decade after the major college protests launched during the Free Speech Movement at UC
Berkeley in 1964 and just six years after the Black Studies program became official at San
Francisco State in 1968. Chicano Studies and Ethnic Studies would follow, all of which were
thriving under the coalition known as the Third World Liberation Front.1 While the OCS itself
did not exist during the time of these programs’ inception, its roots in liberation schools, the
Children’s House, and the Intercommunal Youth Institute were established in the midst of this
significant political restructuring of the university. Moreover, these institutional changes at
colleges, universities, and high schools signaled a shift in the subfield of curriculum studies.
Panther schooling came forward at the right place at the right time. This chapter explores how
the timing of the Panthers’ educational projects made them the beneficiaries of the ideas, people,
and momentum of earlier student activism, even as this timing established the later OCS project
as a forerunner of pedagogical theories that would become popularized in the decades to come.
What the students, educators, and theorists were formulating and practicing was not entirely new.
On the contrary, they were engaging in a practice “of otherwise”—stealin’ the meetin’--for Black
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educational possibilities that left a trail for the future, as it set Panther children’s education apart
from its contemporaries.2
In the spring of 1966, San Francisco State college students formed the first major Black
Student Union (BSU). The SF State students fought for a curriculum that affirmed Black history
and consciousness on campus. In the fall of 1966, former Student Non-Violent Coordinating
Committee member and founding member of the BSU, James (Jimmy) Garrett, wrote
“Justification for Black Studies.” This happened after fellow SNCC alum Stokely Carmichael’s
cry for Black Power in June of that year and the Black Panther Party for Self-Defense was
formed in Oakland.3 Leveraging the momentum from larger national Black organizing, the
alliance with local Black Panther Party members, and the experimental university under the San
Francisco State Humanities department, the BSU began hosting classes in the spring of 1967.4
From the period of 1966 to 1968, the Black population of the school had grown from 150
students to over 600 students as a result of a student mobilization. By the fall of 1968, the
students had successfully established the Black Studies program at San Francisco State.5
Eventually, college students and high school students advocated for Black studies, Chicano
studies, Puerto Rican Studies, Asian American Studies, and Ethnic Studies across the country,
consistent with the Free Speech Movement and all of which borrowed from the organizing
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principles of the Civil Rights Movement and the burgeoning Black Power Movement. These
movements at the college level generated a series of changes within academic disciplines that
eventually trickled down to high school and grade school education.
Curriculum Studies History
As college students redefined the academic terrain at their respective colleges, they
influenced other fields as well—one of them being the education subfield of curriculum studies.
William F. Pinar, renowned scholar of curriculum history and theory, argues that the field of
curriculum studies was initially known as curriculum development. Pinar specifically identifies
the roots of the subfield in 1949 with the publication of Ralph W. Tyler’s Basic Principles of
Curriculum & Instruction.6 Curriculum in these terms was literal: the tools and materials needed
to teach. During the 1950s and 1960s, the academy valued specialists within disciplines and their
educational perspectives rather than the work of schoolteachers or scholars specifically dedicated
to education as a field of inquiry, and so this prescriptive approach persisted. In the midst of this
period, Sputnik left Earth for space in 1957, President Kennedy foregrounded the importance of
education, and eventually, the Elementary and Secondary Education Act (ESEA) was passed by
Congress and signed by President Johnson in 1965. Education was now a significant federal
concern, but the attempts to improve it were largely steeped in a hybrid of the agrarian calendar
upon which public schools were originally established and the industrial, one-size-fits-all model
that accompanied the growth of public education after World War II.7 Still, the transition to
federally-supported education did not account for the successive curricular waves that broke over
higher education in the late 1960s. While the government might not have embraced these
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particular racial and ethnic changes in the curriculum, education scholars were attuned to their
impact from pre-school to the university.8
In light of the political shifts of the times, especially among college students, curriculum
development began to be transformed. Curriculum scholars refer to this period by different
names. Some identify it as the reconceptualization while others call it the “affective turn” or the
“post-modern turn” in the field. During the reconceptualization period of curriculum history,
“hijacked by politicians and their academic allies,” Pinar argues, “curriculum theory went into
crisis, resulting in a paradigm shift.”9 Scholars argue that the traditional field was ahistorical.10 In
1969, curriculum scholar Joseph J. Schwab bemoaned the “moribund” state of the field, decrying
its over-dependence on theory, which was divorced from practice.11 That same year, just months
before Panthers established liberation schools, rumblings of discontent began at the annual
conference of the major curriculum professional organization, the Association for Supervision
and Curriculum Development (ASCD). Community visitors, largely people of color, felt silenced
at the annual meeting, which took place that year in Chicago. The organization’s president
summoned the police, fearing the unhappy stakeholders would disrupt order. Some argued there
was no need for this call, as the visitors posed no threat. At the 1970conference held in San
Francisco, Black educator Dr. Samuel D. Proctor of Rutgers University claimed that business as
usual within the field was not sufficient. Moreover, he asserted that “new tools” were needed to
coincide with the political contexts of the times. Other artists and activist scholars from San
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Francisco State and local organizations also presented at the conference and troubled what it
meant to “think,” by deploying analytical lenses outside of traditional education. These events,
among others, signaled a shift in the field. The newer interdisciplinary approach to curriculum
studies allowed for greater humanities and arts conversations and diverse methods of inquiry
within the field.12 How fitting that the year following the launch of the first Black studies
program at SF State, the same year the BPP created its liberation schools, the largest curriculum
organization was called to task for its treatment of Black and Brown families. The year after,
1970, faculty and students from the same campus that thrust Black studies into the limelight
established a trajectory of counter-hegemonic discourse in the curriculum development field. In
time, more scholars pushed at the largely white boundaries that long marked the field and sought
to redefine the way educators saw national education discussions. The fight for Black studies is
an example of stealin’ the meetin’—Black students creating “otherwise possibilities” within the
university.13 Their efforts sparked a national movement with international connections and
significant K-12 possibilities. Their direct organizing had significant implications for the field of
curriculum studies, opening doors for education scholars to conceptualize multicultural
education and culturally relevant forms of teaching.
Reconceptualization provided an opportunity for education scholars to trouble the
limitations of existing curriculum history scholarship, thus expanding the mainstream’s meaning
of curriculum and curriculum studies. Among these were curriculum historians and theorists like
Professor Violet J. Harris of University of Illinois Urbana-Champaign and the late Professor
William (Bill) Watkins of University of Illinois Chicago. Their scholarship extends Du Bois’s
curriculum foundations as it also articulates the theoretical threads that undergird the history of
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Black education. Similarly, the fathers of multicultural education—Professor James A. Banks of
the University of Washington and Professor Carl A. Grant of the University of Wisconsin—
engage in a tradition of Black intellectual thought that newer scholars, African American studies
and curriculum studies professors Keffrelyn Brown and Anthony Brown, discuss as a sort of
simultaneous knowledge recollection and reproduction.
Bill Watkins stimulated the field with a history of Black curricular orientations. In his
widely cited, article, “Black Curriculum Orientations: An Inquiry,” Watkins asserted, “Black
curriculum theorizing…is inextricably tied to the history of the Black experience in the United
States. Black social, political, and intellectual development in all cases evolved under socially
oppressive and politically repressive circumstances involving physical and intellectual duress
and tyranny.”14 Violet J. Harris traced the history of African American literacy curriculum,
amplifying the voice of literacy curriculum scholars and opposing the growing 1980s and 1990s
views that Black people did not care about education. She argued that African Americans “too,
maintain an unstinting belief in the power of literacy to effect essential political, cultural, social,
and economic change.”15 Carl Grant consistently upheld the need to refine multicultural
education for pre-service teachers to meet the needs of students of color.16 James Banks, who
will be discussed further in the next section, provided the five dimensions of multicultural
education: “(a) content integration, (b) the knowledge construction process, (c) prejudice
reduction, (d) an equity pedagogy, and (e) an empowering school culture and social structure.”17
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Even earlier, his critical study of representations of Black people in textbooks predated the
reconceptualization in curriculum studies by nearly a decade, thus paving the way for critical
curriculum scholarship. Just as Watkins, Harris, Grant, and Banks wrote about Black curriculum
history and theory, they simultaneously envisioned new curricular and pedagogical frameworks
for Black education in the present.18
Similarly, the Black Panther Party theorized about liberatory community development,
even as they practiced their educational theories in community programs. Huey P. Newton—who
was illiterate until high school—always intended for the party to play a role in education.19 He
discussed a model of education, partly because the members of the Party were practicing the
dream through pedagogical praxis—the merger of theory and practice.20
Part 2—In Theory: The Pedagogical Implications of the Oakland Community School
The BPP’s early commitment to children’s education was heavily steeped in the political
focus of the Party. Liberation schools provided lessons to their students about capitalism, racism,
and the BPP’s leaders. Following this trajectory, the full-time day schools dedicated more than
three hours per week to teaching students the ideology of the Party. Panthers were involved in
the Black Studies protests at San Francisco State; they were members of the interconnected
Black Student Unions of the East Bay; and they were heavily involved in organizing BSUs to
participate in the National School Strike in May 1970.21 In short, the school was reflective of the
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political vigor of the Party and the coalitions it built with the broader fights of the time. While
the Oakland Community School made an explicit attempt to focus education on student interests
and autonomy inside and outside of the classroom—as chapters three and four have
demonstrated—learning still reinforced affirmations of Blackness across the diaspora along with
a critical class consciousness. Mindful of the school’s ideological shifts over time, scholars have
attempted to locate the OCS within a specific pedagogical tradition. Daniel Perlstein argues that
the Oakland Community School was a variation of progressive pedagogy, as it created
opportunities for student voice and choice. He simultaneously situates the curriculum guides
within more traditional mainstream education.22 Angela LeBlanc Ernest and Ericka Huggins
suggest that the OCS was a progressive school, adding that it also engaged in culturally relevant
practices.23 Charles E. Jones and Jonathan Gayles place the school within a Freirean pedagogy of
“liberatory education.”24 Moreover, the duo focus on the continual dialogue between teacher and
student as the foundation for liberation. In my own work, I have argued that the school is a
precursor to what we now refer to as culturally relevant and culturally sustaining pedagogies.25
Culturally relevant pedagogy argues for effective learning for African American children
primarily within the tenets of cultural competence, critical consciousness, and academic
success.26 Culturally sustaining pedagogy complicates these three tenets by broadening the
definition of culture to include youth culture, popular cultures, and the idea of the elasticity of

collection, M0864. Dept. of Special Collections, Stanford University Libraries, Stanford, Calif.; Huey P Newton,
“Merritt College [4 of 4]1972 - 1973,” n.d., Box 37, Folder 8, Dr. Huey P. Newton Foundation Inc. collection,
M0864. Dept. of Special Collections, Stanford University Libraries, Stanford, Calif.
22
Perlstein, “Minds Stayed on Freedom.”
23
Gore, Theoharis, and Woodard, Want to Start a Revolution?, 2009.
24
Payne, Cobb, and Strickland, Teach Freedom, 104.
25
Robert P. Robinson, “Until the Revolution: Analyzing the Politics, Pedagogy, and Curriculum of the Oakland
Community School,” Espacio, Tiempo y Educación 7, no. 1 (January 4, 2020): 181–203,
https://doi.org/10.14516/ete.273.
26
Ladson-Billings, “But That’s Just Good Teaching! The Case for Culturally Relevant Pedagogy.”

197

culture that comes through intercultural communication.27 Using this lens, culture is not fixed but
shaped through interaction. Perhaps the OCS presented a confluence of these approaches. The
Panthers’ use of a variety of pedagogies harkens back to a Black tradition of envisioning
educational opportunities using the resources available tied to an active radical imagination. A
closer analysis of these teaching practices within theory will elucidate the OCS’s specific
contributions to the tradition of stealin’ the meetin’.
“Freedom and Structure”: The Hidden Curriculum of the OCS
Chapter three of this work discussed the explicit curriculum and instruction of the OCS
within traditional contexts: texts, materials, arrangements, and the like. Chapter four grappled
with the hidden curriculum: the culture of the school that is not always specifically identified or
clearly evident. Knowing this, I consider here another set of questions: How are the interactions
between staff, students, parents, and community members sending a different message about the
school? What did the school’s culture reveal about its pedagogy and curriculum theory?
To grapple with these questions, I will further explore the concept of the hidden
curriculum, its historical timing in curriculum and instruction literature, and its usefulness for
examining the teaching praxis within the Oakland Community School. In 1979, curriculum
scholar Michael W. Apple published Ideology and Curriculum, which was the culmination of
many of the arguments he had been making since the early-to-mid 1970s.28 The work embodied
many of the newer analytical questions in curriculum studies. In the text, Apple spent significant
time explaining the concept of the hidden curriculum. Beyond the everyday conversations about
lesson plans, textbooks, and materials, Apple considered the economic and sociopolitical
underpinnings of school culture: the embodied curriculum of school personnel. Moreover, he
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questioned how the school’s day-to-day operations contribute to students’ ideologies; how the
curriculum informs student perspectives; and how teachers themselves reveal their perspectives
and ideologies through their chosen tasks and classroom activities. In other words, the hidden
curriculum includes the implicit lessons schools teach through their daily governance. As
members of an economically and racially stratified system, educators often re-instantiate such
systems through schools. No curriculum is neutral. Apple’s claim is important, as it draws the
conversations about schools and schooling back to the heart of K-12 education by critiquing the
politics of power, race, AND class that inform schools and schooling. I am not arguing here that
the curriculum of the OCS was literally hidden; the Panther ideology, OCS approaches, and OCS
curriculum were made public on a number of occasions. The concept of “hidden curriculum” is a
useful heuristic in that it speaks to the less explicit teaching and learning. The interactions
between staff and other school stakeholders, the levels of critical thinking embedded in
educational practices outside of the classroom, and the school culture more broadly, are also a
part of the curriculum that determine how students engage and learn.
Likewise, the late education scholar Jean Anyon considered a similar topic in her 1981
article, “Social Class and School Knowledge.” Anyon’s study examined five different schools in
a variety of contexts. She designated two as working class, two as affluent professional class
(middle/upper-middle class), and one as an executive elite school.29 What she noticed was that
teachers in private, wealthier schools told the histories of ruling classes and provided more
concepts-based instruction over rote, mechanical teaching. In schools she identified as affluent
professional schools, she asserted, “These children were told, and encouraged, more than the

29

Jean Anyon, “Social Class and School Knowledge,” Curriculum Inquiry 11, no. 1 (1981): 5,
https://doi.org/10.1080/03626784.1981.11075236.

199

children at any other school to be creative, to think for themselves, and to make sense.”30
Anyon’s perspective built on Apple’s critique, asserting that many of the sociocultural factors
that surround a local school’s particular space can reproduce the ideologies and hierarchies of the
greater society. Other curriculum theorists asserted similar claims in this era of the 1970s and
early 1980s, drawing upon the societal critiques made by leading scholars and theorists such as
Antonio Gramsci Jürgen Habermas, Pierre Bordieu, and Basil Bernstein.31 The notion of
curriculum in this case creates opportunities to question the school-site-specific dynamics that
contribute to the hidden curriculum in a school. If affluent schools reproduced societal structures
by reinforcing student educational agency for more economically privileged students, what
would it mean for Black schools that did the same for their students? The work of scholars of this
time questioned the political economy of education, and from these questions arose additional
questions—or rather the return to prior inquiries—about what schools are doing and what this
reveals about the implicit and explicit curriculum of schools.
Part of what made the Oakland Community School so remarkable is that it offered the
pedagogical affordances consistent with the affluent schools in Anyon’s study. Students at the
OCS were encouraged to think for themselves, to question, and to make meaning of the material.
The school also taught the history of ruling classes, which was partially consistent with the
affluent schools in Anyon’s study. At the same time, the OCS placed a heavier focus on
critiquing hegemony. OCS students were able to see layers of oppression as they spent more time
studying the history of oppressed groups throughout the course of US and world history.
Nevertheless, the instruction placed a heavier emphasis on students’ questions and critiques of
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these structures. Ericka Huggins noted how the Oakland Community School attempted to create
a space that balanced freedom and structure.32 The curriculum handbooks explained this idea in
more detail. One handbook noted, “We provide a warm, structured learning environment in
which we feel gives rise to the development of classroom discipline. Discipline to us does not
mean control of the class; but rather directing inevitable human energies into productive, socially
meaningful channels.”33 Scholars have noted that the philosophy of the OCS suggests it espoused
some aspects of progressive pedagogy.34 These aspects were clearly reflected in the handbook’s
language of “discipline” paired with another paragraph that emphasized that students should be
“allowed to focus attention on things of interest to them in their environment.”35 The same
concept became even more explicit in the 1979 version of the handbook’s “Approach to
Learning” under the “What We Do” subsection which read, “The classroom is a prepared, highly
structured, learning environment” and “The child is allowed to concentrate his or her attention
upon interesting, self-chosen tasks.”36 Again the idea of “freedom” Huggins discussed came
through students’ ability to choose the content they wished to study. “Interest” and “freedom”
were clear outside of the classroom as well. Students could choose creative outlets after school;
they engaged in democratic governance through the Justice Court and Youth Council, and they
were able to advocate for themselves when they felt their safety or educational rigor were
threatened.37

32

Lucas, “East Oakland Ghetto Blooms With Growth of Black Panther School.”
Oakland Community School, “[Oakland Community School Instructor Handbook] 1976,” 1–2.
34
Perlstein, “Minds Stayed on Freedom.”
35
Oakland Community School, “[Oakland Community School Instructor Handbook] 1976,” 1.
36
Fanon, The Wretched of the Earth, 2.
37
Hackett-Belcher, Oral History with Kesha Hackett-Belcher by author.; Lewis, Interview by author; Ericka
Huggins et al., “The Oakland Community School: Point No.5 of the Black Panther Program”; Gillead, Oral History
with Rodney Gillead by author; Payne, Cobb, and Strickland, Teach Freedom.
33

201

Returning to the ideas of interest and discipline in Huggins’s description, educators can
see a connection to one of the major scholars credited with the idea of progressive education:
John Dewey. In his heavily cited Democracy and Education (1916) and Experience and
Education (1938), Dewey asserted that educational praxis did not depend on the teacher’s
specific academic discipline established in rigid pedagogical methods; on the contrary, he saw
education as a continual process of facilitating experiences and evoking students’ interests in
order to build knowledge.38 In the former text, Dewey explains, “experience has to be formulated
in order to be communicated. To formulate requires getting outside of it, seeing it as another
would see it, considering what points of contact it has with the life of another so that it may be
got into such form that he can appreciate its meaning.”39 Dewey reiterates the need for
experience, adding that teacher and students share and offer varying perspectives in order to
enhance the student’s understanding. In the same text he also adds the need for harnessing
student interest. Moreover, he critiques the “ordinary notion of education” for missing
connections to everyday relevance and interest, referring to traditional education as “the notion
which ignores its social necessity and its identity with all human association that affects
conscious life.”40 Furthermore, Dewey added that in this conscious involvement in an activity,
students “do something” to the experience through the engagement, and the experience in turn
“does something” to and for the student.41 In Experience and Education, Dewey maintained his
view of experience as a mutually shaping necessary element of education. Again, he argued,
“Every experience is a moving force…The greater maturity of experience which should belong
to the adult as educator puts him in a position to evaluate each experience of the young in a way
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in which the one having less mature experience cannot do. It is then the business of the educator
to see in what direction an experience is heading.”42 Through this lens, the teacher is not simply
a lecturer, imparting knowledge and skills to students through rote practice and disconnected
transmission. Dewey establishes the teacher as an architect of experiences that “arouse” students’
personal, interpersonal, and social interests as they simultaneously increase individual collective
growth that eventually transforms the world outside the classroom.43
Part of scholars’ rationale behind the assertation that the OCS is a progressive school is
its Deweyan overlap.44 The handbook placed a heavy emphasis on teachers’ ability to structure
activities for students to engage and formulate a position based on the material presented and
steeped in student choice. In practice, this was true to an extent. Students had a number of
choices built into their units.45 Nevertheless, these choices were established in some of the preselected material recommended by the curriculum guides—topics were not entirely studentdriven. At the same time students maintained a consistent voice in their educational experiences.
In Gregory’s question about the slave ships that turned into a meditation/experiential lesson on
the Middle Passage, he changed the course of the unit. Yes, the topic of enslavement was preselected by educators, but the simulation of experience came through the interaction between
teacher and student. Moreover, this lesson about enslavement and the triangle trade became the
foundation upon which future lessons engaged the notion of liberty. Teachers might have been
the architects of the experiences, but much of the class was steeped in content about social issues
that was often times generated by students.
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To a certain degree, the social commentary embedded in the OCS curriculum and
classroom instruction is classic progressivism according to the Dewey model mentioned above.
At the same time, practices in the classroom suggest that there was more dialogue and direct
instruction than the Dewey model implied. In his foundational education text How Teachers
Taught: Constancy and Change in American Classrooms, 1890-1990, historian of education
Larry Cuban analyzes the structure of classrooms during the progressive era of education. Using
photos and archival records, Cuban deduced that schools that falsely touted progressive
approaches to education held classes in traditional rows with desks bolted to the floors.46 The
structure of open-ended heavily collaborative workspaces was at odds with permanent forwardfacing desks. While the Oakland Community School’s classrooms did not contain bolted desks,
photos and student accounts reveal a number of straight, forward facing classroom settings. If the
form was congruent with function, students probably experienced more discussion and direct
instruction than what Cuban’s work might identify as progressive.
Some scholars do not believe the OCS was a model of progressive pedagogy. In their
chapter “Educate to Liberate,” Charles Jones and Jonathan Gayles argue that the Oakland
Community School exhibited liberatory pedagogy.47 Such a claim is related to the ways in which
educators engaged in dialogue with students about critiques of systems of power and how
students maintained active voice in “school governance and discipline” within their coconstructed learning spaces. Just as the slave-ship exercise was an example of a co-curricular
learning experience, the Justice Court was an example of communal accountability. Rather than
depend solely on adults to govern student affairs, the OCS Justice Court served as a student-run
and faculty-facilitated space. The hierarchy between teachers and students was slightly more
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malleable than a traditional school, as students negotiated the collective group’s commitment to
education.
Equally important were the implicit messages teachers sent to students. In his personal
account, Ronnie “Money B” Brooks asserted that the teachers were learning “with us.” He
argued that teachers presented the information, asked them what they thought, and asked them to
dig deeper. The with us of this pedagogy is synonymous with Paulo Freire’s alternative to the
banking model of education. In Education for Critical Consciousness and Pedagogy for
Liberation (1987), the late Brazilian scholar asserted that a liberatory pedagogy emphasized a
problem-based model.48 Students engage in dialogue to interrogate practical problems and
systemic dilemmas. Freire’s idea of a liberatory approach included critical analysis, dialogue,
and personal/social transformation.49 Jones and Gayles link these tenets to the Black Panther
Party’s fifth platform point that focused on education. Depending on the context, this Freirean
lens also applies more specifically to the Oakland Community School. For example, the 1978
printing of the handbook’s “Approach to Learning Section” reads “In the traditional school,
learning is approached through memorization and repetition of information.” Moreover, the
handbook argued the OCS ensured that students had more opportunities to focus on their “own
investigations” as educators direct “inevitable human energies into productive, socially
meaningful channels.”50 In short, they were much less concerned with a rote structure based on
teachers’ “arbitrary” timetables and much more focused on students’ investigations. Again, the
student-centered language of this statement is reminiscent of the Deweyan notion of education.
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What makes it more aligned with the Freirean idea is that students were able to engage in critical
conversations about social transformation. According to the social science guide, students read
about the birth of the CIO, and then they took a field trip to a local labor union to learn about
how and why it operates. They participated in mock trials, debated the Red Scare, and researched
resistance movements in Africa.51 History did not lie solely in events; it was simultaneously an
understanding of the causes and effects of specific resistance movements and agents of social
change. The actual content of the courses contributed to students’ critical consciousness.
At the same time that the guide emphasized radical movements, it also placed a heavy
emphasis on what would traditionally be referred to as more passive modes of instruction:
reading, viewing/watching, and listening. These actions do not seem as heavily invested in active
participation. In fact, they might suggest that the students were engaged in more direct
instructional approaches to teaching. Perhaps there was a mixture of direct instruction
approaches and varying student group exercises. Ronnie recalled how the teachers made lessons
interactive; Kesha remembered a field trip to a local garden; Greg discussed the use of
manipulatives in mathematics; and Greg and Amber remember the simulation of the slave ship.
Again, the mixture of student voices and archival material suggests that the students were
somewhere between direct instruction and complete autonomy: “freedom and structure.” Even
during the direct instruction periods, students were encouraged to question and formulate their
own stance. Mindful of this questioning framework, one could argue that students engaged in
active reading and listening as they formulated their arguments about a given subject. Paulo
Freire himself asserted that critical teaching “demands a critical way of comprehending and of
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realizing the reading of the word and that of the world, the reading of text and of context.”52They
were learning how to read the “word” and “the world,” which required rigorous engagement with
ideas across a variety of contexts. Some of this reading was through actual texts like Haley’s
Autobiography of Malcolm X or passages from Huey P. Newton’s Revolutionary Suicide. At
other times, reading the world meant something more practical, such as making transactions in
the local grocery store or creating an on-site garden. With these approaches in mind it is possible
to recognize the school as a site of Freirean pedagogy—teaching that he refers to as both
“liberatory” and “critical.”
In addition to maintaining a Freirean approach, the Oakland Community School also
served as a precursor to other pedagogies that became popularized under the umbrella of
multicultural education. When James Banks introduced his important Black studies text March
Toward Freedom in 1970, he began to merge the student movements of the time and the
pedagogy of those movements. In doing so, he simultaneously created a set of concrete teaching
materials for K-12 education. As the decade progressed, more schools were making
commitments to ethnic studies, particularly in the Bay Area. Recall how in Chapter two, the
Oakland Unified School District held a handful of professional development sessions to increase
multi-ethnic representation in schools and in school curriculum.53 By 1975, Banks released his
book about strategies for teaching ethnic studies. His curricular contributions ushered in the first
years of multicultural education.54 While there have been a number of critiques about the dearth
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of criticality in multicultural education, these early texts began with a critique of systems of
power in the United States, particularly as they pertained to race, class, and gender. While Banks
was not directly connected to the Oakland Community School, he was a colleague of a scholar
who contributed to its development. Correspondence from as early as 1975 suggests that Banks
maintained scholarly and friendly communications with the late Afrocentric pedagogue, Dr. Asa
G. Hilliard III, the dean of education who sent Rodney Gillead to teach at the OCS. The two
attended conferences together, exchanged papers, and scheduled play dates for their daughters.55
Hilliard also maintained communication with Director Ericka Huggins and was somehow
connected to an observation and evaluation of the school. Huggins herself credited Hilliard as
being a consultant. Just before she resigned from the Party and the OCS, she asked the former SF
State dean to write her a letter of recommendation for a graduate school program.56 This
interconnected web suggests the likelihood that pedagogical ideas floated between and among
Banks, Hilliard, and Huggins, which might also explain why the school itself exemplified core
tenets of multicultural education, especially with regard to pedagogical approaches.
In my own writing, I have previously explored the OCS’s relationship to multicultural
education, explaining how it was a precursor to what Gloria Ladson-Billings referred to as
culturally relevant pedagogy and what Django Paris refers to as culturally sustaining pedagogy.57
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In the early 1990s, a cohort of education scholars began exploring the notion of cultural
relevance in the area of teaching and learning. Among them was Gloria Ladson-Billings. In her
famous book, Dreamkeepers: Successful Teachers of African American Children, LadsonBillings coined the term Culturally Relevant Pedagogy. Within her text, she discusses her
qualitative study of the practices and dispositions of teachers who demonstrated success with
African-American students.58 Two years prior to the appearance of her germinal text, LadsonBillings published an article entitled, “Culturally Relevant Teaching: The Key to Making
Multicultural Education Work.”59 The article directly tied the aims of multicultural education to
pedagogical praxis. Though her teaching framework initially focused on combating the
marginalization of African Americans while advocating for instruction that affirms their cultural
identity as it emphasizes rigor and high academic expectations, culturally relevant pedagogy’s
core is beneficial for all students.60 A growing body of research in the field of teaching and
learning emphasizes how this notion of cultural relevance or cultural responsiveness is useful for
teaching a variety of subject areas, as educators are ever mindful of students’ cultural identities,
prior knowledge, and learning styles.61
Ladson-Billings identifies a variety of markers of culturally relevant pedagogy, but three
major tenets undergird her work: academic success, cultural competence, and critical
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consciousness. Academic success is the teacher’s ability to maintain high academic standards.
Achievement becomes the norm, and students feel safe to embrace it, rather than treat it as
something foreign or white. The classroom itself is a space to engage in high levels of discourse.
Instead of using students’ cultural differences as an excuse for low expectations, teachers
acknowledge the differences with high expectations. Cultural competence refers to the ability of
the teacher to consider students’ lived experiences as an integral part of the classroom, a
continuous thread in the curriculum.62 Critical consciousness involves training students to see the
larger societal factors at play, especially on a structural level. No longer do students operate as
passive observers in the classroom; on the contrary, they are active critics of societal injustices
and co-collaborators with teachers in a Freirean environment of teaching, meaning-making, and
social change.63 The interconnection of these three tenets is essential in that it highlights the need
for students to be co-constructors of knowledge and the need for teachers to recognize the value
of students’ lived experiences.
Geneva Gay’s concept of culturally responsive teaching overlaps with much of Gloria
Ladson-Billings’s conceptualizations, but it differs to the degree that her work highlights
pedagogy as primary text and curriculum as the subtext.64 Moreover, Gay contends that we need
to look at cultural competence as the idea of employing cultural resources. When we consider the
notion of students’ ability to construct knowledge, cultural resources provide a more concrete
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framing of students’ experiences or ways of interpreting the world. While both theorists’
analyses point to critiques of structural analysis, Gay makes a strategic point to disrupt the
assumptions of deficits “by pointing out that marginality is contextual and relative; that there is
something positive and constructive among people and communities most disadvantaged in
mainstream society.”65 Gay’s focus on cultural competence is steeped in the assets students bring
to the table because of their experiences on the margins.
Following this trend, University of Washington literacy and multicultural education
scholar Django Paris prompts educators to promote and foster students’ linguistic and dynamic
cultural practices in order to enhance a pluralistic academic environment.66 He and H. Samy
Alim argue that there are counter-hegemonic elements of youth culture that teachers must elicit,
harness, and cultivate, even as they bridge their prior knowledge to generate new
information/concepts.67 Doing so facilitates the ease with which students construct knowledge.
At the same time, the duo critiques popular culture for its potential to also reify existing
hierarchical structures and social inequalities. Maintaining the critical consciousness focus of
Ladson-Billings and Gay, they use criticality to complicate static or oversimplified notions of
culture.
After examining the work of Ladson-Billings, Gay, Alim, and Paris, one can see how the
Oakland Community School embodied the tenets of culturally responsive and culturally
sustaining pedagogy before they were named more than a decade later. The student population at
OCS was overwhelmingly Black, and the bulk of staff members were Black. Yes, there were two
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white teachers and a handful of Asian and Latinx teachers with a handful of non-Black college
assistants, but the majority was of African descent. One significant factor Ladson-Billings
mentioned in The Dreamkeepers is the importance of Black educators in her own educational
development.68 Of course Black faces alone do not guarantee scholastic aptitude, but they do
make Black intellectual pursuit visible, normal, and POSSIBLE for Black students. In addition,
the inclusion of a variety of texts—written texts, music, film, and visual and performing arts—
that reference the African diaspora was significant to affirming students’ sense of self.69 This
approach is akin to the curriculum instituted in the community control school JHS 271 in Ocean
Hill-Brownsville.70 Furthermore, the notion of a collective Black “self” was also included in the
fifth point of the BPP’s 10-Point Platform: “We believe in an educational system that will give
our people a knowledge of self.”71 Students could recall feeling connected to their African
American heritage and pan-African resistance.72 Similar to the examples in Ladson-Billings’
work, parents actively participated in the OCS. Students and their lives were part of the
curricular structure of the school because they were valued and their parents were valued. For
some students, parental presence was even more poignant as some of their parents taught at the
OCS full-time, beyond simply volunteering as aides for 12 hours a month.73 The seamless
transition between home and school meant that the values students were taught in the dormitory,
the community center, and community engagements were often congruent.
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Culturally relevant pedagogy was also evident in the school community’s continual
critique of systems of power. Ladson-Billings’s argument about critical conscious is similar to
that of Paulo Freire—that the key to social transformation begins when the oppressed recognize
and critique systems of oppression.74 Mock debates in classrooms, freedom to question the
content and the teachers, and the opportunity to speak to injustices inside and outside of the
classroom abounded at the OCS. Children were able to recognize when they were being profiled
by during field trips; they wrote and performed plays about Rosa Parks which they then
performed in front of the famous Civil Rights Movement icon; and the director challenged
heteronormativity and subtle white normativity. Huggins’s own accounts of encouraging a
teacher to question his assumptions about a boy painting his nails and questioning a white
college assistant who let the Black girls play with her hair serve as examples of a culture that
looked at the subtleties of race and gender norms and their influence on students.75
The interplay between cultural competence and critical consciousness at the OCS also
problematized the idea of culture as static, isolated, or monolithic. Students “knew the map of
Africa as well as [they] knew the map of the United States.”76 They learned Spanish, read about
and listened to the history and different styles of jazz, experienced Afro-Latino music and dance,
counted using Korean Chisanbop, and read about Toussaint L'Ouverture.77 Django Paris’s
arguments about the expansiveness of culture serves as a useful lens in this regard. He suggests
that cultural competence includes students’ knowledge of popular culture and their own lived
culture as they intersect with the multiple cultures around them.78 As teachers shared cultures of
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the African Diaspora, they also provided opportunities for students to recognize diversity within
unity among various Black and Brown communities on a local and international scale.
While the tenets of cultural competence and critical consciousness provide a useful
framework for viewing the OCS, the tenet of academic excellence is more complicated. LadsonBillings argues that students see the importance of doing well in school as the influential
members of classroom treat academic excellence as “a cool thing.” This is not entirely the case at
the OCS. Students and teachers did not place as much focus on students’ academic grades as
they did on the process of learning. Students were excited that teachers were engaged in the
learning process with them—a characteristic of OCS teaching that harkened back to the
Intercommunal Youth Institute.79 Still, while academic grades were not emphasized, students had
an incentive to grasp concepts. Teacher Steve McCutchen held math and physical education
competitions between classes, which encouraged students to learn enough about the concepts
within units exceed their peers.80 Students performed known works and original artistic content
in front of the community, which meant they had to become familiar with musical notes,
historical events, dance moves, and styles. Because the competitions and performances were a
regular part of the school environment, students saw learning, questioning, and demonstrating
their knowledge as a consistent part of their role in the school community. Academic success,
then, was embedded in more authentic forms of assessment that treated learning as a recursive
process that was fun, communal, celebratory, and jovially competitive.81
Despite the reality that the Oakland Community School demonstrated a number of
practices that would later be demonstrated in the conceptual frameworks of culturally relevant
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pedagogy, culturally responsive teaching, and culturally sustaining pedagogy, it did not mean
that these were the only pedagogical approaches the school community deployed. Jones and
Gayles’s explanation of liberatory pedagogy through a Freirean lens also makes sense when one
considers the critiques students developed against systems of power. Similarly, the Deweyan
notion of progressive pedagogy also applies, as students were able to experience “freedom and
structure” inside the OCS classroom and the broader Oakland Community Learning Center
environment.82 Nevertheless, none of these pedagogies alone can adequately explain the teaching
and learning practices at the OCS. The school embodied all of these approaches. Moreover, as
the school emphasized critical thinking and open-ended questioning, it utilized texts, visitors,
field trips, volunteers, and the broader Panther community as the backdrop for these approaches.
The Black radical practice of remixing—of reshaping and remaking what one possesses in order
to produce something new is also embedded in the antebellum tradition of creating otherwise
possibilities through education. Like their Black pedagogical forefathers and foremothers, OCS
educators and Black Panther members of this time were “stealin’ the meetin’”: educating to
liberate. In the tradition of Elizabeth Sparks and fellow enslaved folks who would “go way off in
quarters an’ slip an’ have meetins” wherein “children used to teach [her] to read,” Panther
educators learned with children and carved out space in the Oakland community to dream of
liberation through education.83 Using the limited resources they had, Sparks and her enslaved kin
had to dream of something that did not exist: “Schools! Son, there warn’t no schools for
niggers.”84 In her recent book We Want to do More than Survive: Abolitionist Teaching and the
Pursuit of Educational Freedom, University of Georgia education scholar Bettina Love argues
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that this longstanding tradition of Black critical pedagogy in the face of white supremacy is a
part of abolitionist teaching, a mantle she encourages contemporary educators and teacher
educators to take up in the face of today’s iteration of anti-blackness.85
The OCS was the only remaining Panther “survival pending the revolution” program, but
the school did much more than survive; it provided students with the skills, tools, experience,
and philosophy to thrive.86 The staff believed that if they could free young minds within the
walls as they fought to change the material conditions of Black people beyond the walls, they
would contribute to the betterment of all peoples of color in the long road towards revolution.
They believed that this process had to leverage all the creative and intellectual faculties available
to them. Their approach was effective: OCS students scored two to three grades above grade
level on the standardized state tests for math and reading, even though standardized tests were
not the school’s goal. As a result of the school’s praxis, they maintained a positive reputation at
the local and state level, which ultimately set them apart from the public schools and other
predominately Black independent schools at the time.
Not the Same: The OCS vs. California Schools
One of the many reasons why local and state leaders lauded the Oakland Community
School was its progress in relationship to other schools of the time. Granted, the school drew
attention by maintaining its own powerful public relations campaign through brochures, Black
Panther articles, and invitations, but students’ and teachers’ lives after the OCS provide the most
insight into why the school was more than just good publicity. Examining the careers of OCS
teachers and students will reveal just how remarkable the school was for its time.
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In 1976, when primary school teacher Rodney Gillead left the Oakland Community
School, he took his certification to the Oakland Public Schools first. He had only stayed in the
district for six months before finding a job at the Martin Luther King Jr. School in the Hunters
Point area of San Francisco.87 The school began in the late 1960s after teacher and school leader
Welvin Stroud was “released” from his job at the John Muir School of the San Francisco School
District. A 1968 local broadcast introduced the community to Stroud and the MLK, Jr. school. A
wide angle shot shows a reporter and a handful of Black children playing on a stoop in the
background before zooming in on the smiling children. According to the reporter, the students,
who would be graduating at the end of the school year, appreciated their “freedom” at Martin
Luther King Jr. School.88 Later in the clip, the audience sees the classroom: a small room full of
young Black boys along with one white woman and one Black woman. Images of Dr. King and
the Black Panther Party are on the wall as a young Black child shares excerpts from the James
Brown Reader. When Maya Angelou visited the much more established school later in the year,
she also commented on the same James Brown Reader. In the clips of Angelou’s visit, there are
Black boys and girls. A series of zoomed-in shots show the walls of the classroom. The PanAfrican flag with the outline of Africa is on one wall and a similar piece of artwork with a solid
white Africa is on another wall. On the board is a statement: “I pledge my day to our flag of
black umoja.”89 Not far from it is a student poster that reads, “WE DEMAND THAT HUEY BE
SET FREE.” In fact, a number of student posters show support for Huey. The students
themselves are chanting the “Free Huey” song that had become popular among Panther members
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and supporters of the time. Angelou would refer to the school as “inspiring” after her visit and
interview with Ines Andry and Welvin Stroud. Like the OCS, the Martin Luther King School
emphasized shared learning between teacher and student. Andry asserted, “And not only will the
kids learn, but parents and teachers will learn. This is not a teaching process; this is a learning
process because a teacher cannot teach if she is not willing to learn.90
Part of what drew OCS’s Gillead to the school, which had begun to serve middle-schoolaged children by 1978, was its use of “innovative” methods in teaching. The inclusion of popular
culture and Black figures within the curriculum, the student-centered approaches, and the
“forward thinking faculty” reminded Gillead of his time at the OCS. At the same time, he felt the
cultures between the two schools were “night and day.”91
There was a very forward thinking faculty. There was a deep concern about equality
of treatment in the curriculum and um, but again, it was not on par. Well, first of all,
Oakland Community School was primarily there to serve poor underprivileged Black
children…the school was very sought after by people in the community because they
knew that their kids were going to learn at a high level, and that the faculty was very
responsive to families’ needs. That element did not exist at Martin Luther King Jr.92
While Andry insisted that learning would happen between and among teacher, parent, and
student, Gillead’s account suggests that the espoused ideals and the lived reality were not
congruent. Moreover, Gillead’s experiences speak to a continued trend of “cutting edge” schools
in the Black Power era: a desire to be culturally relevant and rigorous, but a lack of sustained
support from the community. Sometimes the support needed would be in terms of sheer
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numbers; other times it was financial or both.93 In the case of MLK, it appeared that the focus
was primarily on helping older students to gain the literacy they missed in their earlier education.
While Gillead argued that the Martin Luther King Jr. School paled in
comparison to the OCS, his experiences seemed much more hopeful than that of other
staff and students. Math teacher Steve McCutchen did not begin elementary positions at
first; he tried community college physical education teaching instead. Soon after, he
returned to the Oakland Public Schools, working in the Native American school
programs that experienced continual budget cuts throughout the 1990s and 2000s.
When he considered the comparison between the OCS and other schools, he stated,
At the Oakland Community School, one, our curriculum was generated inhouse. The Oakland School District curriculum was generated outside by
curriculum an administrator. And it had to be taught on a schedule that from
beginning of the school year and you complete everything in the beginning of
the school year. So I taught within a finite structure... In terms of presenting
topics at the Oakland Community School, it was student-based learning and um,
so it was um, presenting at the pace that the students were able to keep to um,
measure, make it comparable for their skills and levels—without the emphasis
on abstract grades. Abstract grades, being the being the goal. The idea, the
concept that the Oakland Community School was on the understanding and
mastering understanding of the subject areas, whereas Oakland [School District]
asked how competent are they test-wise?94
McCutchen’s comparison rings true with the prevailing public ideology of the OCS—that
students drove the instructional direction. In his 15 years with the Oakland Unified School
District, he saw that the focus on standardized testing privileged a certain version of intelligence
that placed an emphasis on the external demands of the state more than on the internal
wonderings of the children.
Gillead’s fellow non-Panther peer, Vivette Miller, also experienced a sharp contrast.
After 12 years of leading her own daycare, Miller—now Blackwell—returned to the classroom.
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To her surprise, one program was more traditional than her OCS classroom more than 13 years
prior. At the OCS, she had the opportunity build stories with students in order to increase their
literacy and take students outside for “real math problems” and science lessons. She remarked
how “regular school[s] structured you to death.” Blackwell continued:
They got to the point where they just started handing people scripts to read, and
they literally—people came into train us at another school…the little man would
come in and say, ‘If I hear this teacher start this sentence at the beginning of the
hall, when I get to the end, I want to hear the next teacher finishing it’…they
wanted us to read, literally, read these scripts to the kids to teach, and I don’t
believe that’s the way that you teach. And I think that the Oakland Community
School…helped me to understand that my job was to connect with the students
and get them to move forward, and that they had to be my partner, and we had
to move forward together…And I’ll be on THEIR side.95
Blackwell experienced a school that had so little faith in teachers’ individual pedagogical
strengths that it required scripted teaching. Her comparison to the OCS is revealing, as it
demonstrates how both students and teachers saw learning as a partnership endeavor. When
Ronnie “Money B.” Brooks discussed how the teachers learned with the students, he too was
alluding to a co-constructed learning environment that looked drastically different from what the
students experienced in other schools.
Addressing the topic of OCS students—they, perhaps, experienced some of the most
intense traumas after leaving the school. When Ronnie graduated in 1981, he went on to an arts
magnet school. At first, he recognized some similarities to his elementary years. His performing
arts experiences at the OCS prepared him for the arts at his new school. There was also a
progressive pedagogical approach, so he was used to the choice and open-ended style in his
classes. Nevertheless, he saw more white students than he had ever encountered in his
experiences in Philadelphia or at the OCS. Race did not just play a role demographically, but
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socially. He had fellow students who were curious about what life was like for him as a Black
kid, which made him feel how different he was. He also felt like he had a target on his back, and
after being falsely accused by one teacher, he was kicked out of the school midway through his
ninth grade year. Soon after, he left his Panther father’s home to live with his mother, and he
attended Berkeley High School for the rest of ninth grade and all of tenth grade. Greg recounted,
So that was my first experience, long term at a public school, and it was totally
different. You know, now I'm in the class where they were just spitting things
that I'm supposed to write down and learn and come back and regurgitate. You
know? Nothing. There's no personalization to any of it. And it was, it wasn't like
the work was hard, but it also wasn't that much…And Berkeley high was a huge
high school. It was four thousand or so students at that school.96
Brooks found himself shifting from two different public school experiences. At first, he was in a
predominately white space, experiencing the culture shock because of issues of race and class.
Next, he was thrust into Berkeley High while shifting from one parent to the next. While the
population of the school was much more diverse, he also experienced a large campus with lower
academic expectations and heavy focus on memorization. Unlike many students who are
expelled in high school, Brooks continued on and eventually graduated from an affluent school
in Palo Alto. None of his experiences captured the combination of community, affirmation, and
rigor that marked his Oakland Community School years.
Ronnie’s friend, Greg Lewis, also experienced culture shock. After leaving the OCS,
Greg’s mother moved the children to her family’s home in a different part of Oakland. He
remembers maintaining his love of music while attending Oakland Public Schools. Eventually,
his mom and step-dad moved the family to the Hayward area in the East Bay. Things changed
drastically for the young Panther who was quite academically advanced for his age. Greg
recalled,
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The other thing, I was a couple years younger than everyone, 'cause I got
skipped up when I left the Panther school…Sometimes there's moments of
being a class clown or acting out, right. Or of just being uh, not interested. Not
interested…Initially, I refused to stand up for the Pledge of Allegiance, which
we had to still do in the 7th and 8th grade. So I, you know, I became defiant. I
was definitely quiet but, for the most- in a lot of instances I wasn't as good of a
student as I could have been 'cause of this disconnect. And a lot of pain and loss
from the life that I had and my friends and my family. So sports was a bigprobably a big coping mechanism for me. I played all the way through college.
And that was in a lot of ways, outside of a few outliers—there's the Math
teacher. There's a really good Science teacher in high school who was
considered the toughest teacher in the school. But, you know, that was one of
the classes I got As in, you know. Challenged. Um, so, yeah it was a journey.
And moving from Oakland to Hayward, too, at that time, was also part of that,
that disconnect of going to being the only one who looked like you in your
class. Or, the other ones who looked like you might have been in Special Ed,
might have been in different classes.97
Greg experienced a major disruption in learning. First he moved from his Panther community,
and then he moved away from the city entirely. At the OCS, it was not uncommon for a student
to operate at higher academic levels, especially since students were not entirely grouped by age
as much as they were grouped by their ability to understand concepts at each level. In public
schools, he was introduced to traditional grades. Frustrated by the system, separated from most
Black boys who had been tracked into special education classes, and disconnected from a
primarily white teaching staff, Greg confessed to not operating at his highest scholastic potential.
The overrepresentation of Black boys in special education at Greg’s school highlighted what was
a longstanding trend in education. In 2019, Black children are still disproportionately represented
in special education programs.98 At the OCS, however, students with special needs were
integrated into all the courses; this separation was new to him.99 As an additional insult, Greg
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went from being first chair saxophone at the OCS to being last chair in Jr. High School. It makes
sense that the young boy who was known for speaking so much in elementary school would find
himself less engaged in class discussions and more prone to engage in resistance during his early
adolescent years. The supports that enhanced his self-esteem and self-efficacy in his elementary
years at OCS were supplanted by a growing sense of disillusionment with public schools and
schooling.
Though she was a year younger than Greg, Kesha experienced a similar frustration when
she transferred schools. At the OCS, she was encouraged to question. She knew her teachers
“looked out” for her and her peers. When she felt unsafe in school or around school, all she had
to do was tell Ericka or another adult, and the situation was handled, “just like that.” When
Kesha relocated to a school in the Columbia Gardens district after her parents divorced, she
recognized the striking differences between her new elementary school and her old one:
Okay. It was, it was quite different because I was used to questioning things and
they--people would laugh. Some of the kids would kind of snicker and giggle at
me when I’d raise my hand and ask a question because that's what I was used to
doing. But, um, I didn't understand why they were giggling. I was like, okay,
whatever. I just, I didn't understand it until one of the kids just said, "You know
you ask a lot of questions." I said, "Well, you know, I really want to understand
it. So I'm asking a question just to make sure that I'm understanding what's
going on or someone tells you something. I just don't agree with it." And so
then we, uh, it was around the time we were talking about history and
Christopher Columbus and all that, and I just raised my hand. And I was like,
"How can you discover something when there's already indigenous people
here?" So I remember that day in particular because the teacher wrote a note
(laughs) for me to take home to my parents.100
Shortly after the note, both of Kesha’s parents, though separated, showed up to meet with the
teacher. For Kesha, asking questions was a natural part of her learning experience. Among her
new peers, she was the strange student who asked too many questions, and sadly, those questions
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also earned her some negative attention from her teacher. Kesha had not intended to be defiant or
disruptive. In the meeting, the parents apologized and explained the culture of Kesha’s previous
school. Her teacher, who was also Black, listened to the parents and explained to her parents that
she could not behave the same way in the new school. After the meeting, the Hacketts told their
daughter that she had to learn the new structure. Furthermore, they explained that she had to
“play the game,” which suggested that she adopt a new set of behaviors rooted in compliance
that would prevent her from gaining any further negative attention.
Kesha’s age peers, Zack and Leilah, also had their respective struggles. Leilah recalled
that after leaving OCS “all of us skipped a grade or two,” when she explained how she graduated
from high school at age 16. Her advanced skill was not always welcomed by educators. When
she moved to the Los Angeles area during her mother’s incarceration, she was placed in a
separate room because she was much more advanced than the other students:
We all moved back to LA. So I went to elementary school there. I was in gifted
classes. We did the whole busing situation in LA, so then I had to stay…I used
to have to have class in a room by myself in a closet by myself because my
reading and my math were too high for the class…I didn’t understand the
politics of that. My mom was in a halfway house…I would come out and be
with the class with social studies, and for science, and for PE. But for math and
for reading…by myself.101
Leilah almost felt punished for being smart. Because she was six years old in the third grade, the
teachers were unsure of how to educate her. One can only imagine how difficult this drastic
transition must have been. Like Greg, she left the only community she knew to travel to two
separate cities before being completely separated from her new classmates for a third of her
school day.
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Zachary, too, felt punished for his intellect. After the OCS closed, he was placed in the
fifth grade at age nine. Like many of his peers, including Kesha, Zack had learned algebra much
earlier than students in public schools. By the time he left the OCS, he had already begun some
pre-calculus training:
So my entire early education was when I was at the OCS. And then, uh, and
then I moved on to public school and all those kids were crazy… See I didn't
even know about grades until I got to public school and I was in the 5th grade at
9 years old. And I was doing Math like 5 years in advance of what they were
doing in public school.
Had me doing long arithmetic where I'd just been doing Pre-Calculus at nine
years old. So when I got to public school, I did Algebra for 7 years straight.
That's all they had to offer. So I quit doing the homework. I'm like, "If I'm
gonna do Algebra for five years straight, 7 years straight, after three years I'm
like, "Ah, I'm not gonna do any more homework."102
Sadly, like Leilah, Zack was a victim of the low expectations in the public educational system.
Instead of creating opportunities for Zack to expand his mathematics training, they subjected him
to below-level math for years. At Westlake Jr. High School in Oakland, Zack learned about the
stratification of the school system along with the violence between students. According to Zack,
the school was “30% Black, 30% Asian, 20% Latin, 10% White.”103 At the Oakland Community
School, Zack felt like he was in a protective bubble. At Westlake, he experienced a major race
war on campus. Students used mallets and bats in conjunction with advanced martial arts to
defend themselves. Some of the students were held back, so Zack who was eleven in the seventh
grade, entered school the day after five students were sent to the hospital by fellow classmates
who were near 16. So fearful was his mother of the potential violence at the nearby Oakland
Tech High School that she enrolled Zack in a private high school when he reached 10th grade.104
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The students of color were not the only OCS alums to experience an intense aftermath.
Amber, too, had rough experiences. Unlike the others, she did not go to schools in California.
Instead, when she was checked out of the OCS, she was transferred to the home of her abuser:
Um, I was taken by her best friend to the man who was abusing me. And so life
after was, was pretty tough. Um, and yeah. And so that's how I ended up getting
to Germany and that kind of thing. And so, uh, without getting graphic and, and
those kinds of things, just know it was just a physically, emotionally, you know,
mentally and sexually abusive. Um, daily. So, um, that was not good. At 14 I
was finally able to kind of get away from that to some degree, but you know,
um, that was traumatic and things happened and blah, blah blah. And basically
about 15, 16, I was on my own, and I had dropped out of high school.105
Whereas Ronnie was expelled and then transferred twice until he attended an affluent Palo Alto
school, Amber was thrust back into a world of abuse, moved out of the country, and moved back
again until she quit school and lived independently. The other students’ crises were most often
school-induced. Amber’s experiences, however, were the result of a home life that the OCS had
shielded her from for at least a season.
Overall, the accounts from these teachers, students, documents, and video archives tell of
a school that was quite different from many of the other schools in the Bay Area and the broader
state of California. OCS teachers gifted their new educational environments with the skills and
experiences they gained at the OCS. Students, on the other hand, had to transition from a familiar
community that affirmed their cultural heritage and intellectual contributions into new spaces
that often did not know how to handle students with their degree of confidence, curiosity, and
critical thinking skills. The historical lineage of student resistance and critical pedagogical
thought that culminated in the curriculum and culture of the OCS became a burden for students
in the new educational spaces they were forced to go to. The “night and day” contrast Rodney
Gillead mentioned proved to be a longer and more painful night for some OCS students. Greg
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observed “a lot of Panther children did have a difficult time after they left the organization
'cause, the greater world was not ready for a lot of these, you know, young, spirited, intelligent
children who came out.”106
Today, while scholars and social justice educators consider ways to integrate
sociocultural competence, sociopolitical consciousness, and restorative justice into their
everyday practice, they are often unaware of how these combined practices shaped a single
school in a small section of East Oakland for nearly a decade.107 It took more than thirty years
before the world outside of East 14th Street would embrace the principles that shaped the lives of
the young Panther cubs and their peers. While this chapter has traced the historical and
theoretical underpinnings of the OCS that made it distinct, the remaining pages follow the
lineage of the Oakland Community School into the present and consider the implications for
stealin’ the meetin’ in today’s educational landscape.
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Conclusion
The OCS Legacy: Stealin’ the Meetin’ for the Future
It’s Thursday, March 29, 2018. Before I begin meet-ups with my former high school
students who now live in the Bay Area and my scheduled interview with Black Panther cub,
Gregory Lewis, I open my day with a 7:30 run through the residential part of East Oakland. The
neighborhood is not quite abuzz when I begin. As I make my way back to the hostel where I’m
staying, however, I begin to see a number of children of all ages. It’s not just children—I see
adults accompanying some of them. I run around what appears to be a family of four—the two
pre-teens carrying their backpacks as parents trail behind. Faces of all variations of Blackness
greet me in my last 100 meters. As I take a cool-down walk towards where I’m staying, I see an
elderly woman with a young elementary aged boy by her side. Trailing is a small girl with
pigtails. Her drooped head and downcast countenance tell me she’s unhappy. Soon the woman
and little boy ask her what’s wrong. Her response is inaudible. I can no longer hear the
conversation as I near my porch, but I can hear the woman’s tender tone, which is then followed
by a warm embrace. I hear the woman say “Okay?” and the little girl nods in confirmation. The
trio walks off together. It’s Thursday morning, and Black folks are going to school!
As I watched the scene that morning, I could not help but think about the dozens of
families in this neighborhood who are making school a family affair. These images sharply
contrast with those released by the California school district I once worked for. A week after my
glorious East Oakland observation, my former district released a report that revealed how Black
male graduation rates had continually decreased since 2015. Narratives like my district’s are
often at the forefront of educational conversations. What we miss are experiences like the one I
witnessed in East Oakland: Black families working collectively for the education of their
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children. As this study has revealed, community commitment to education is not new in
California, especially in the context of Oakland. After passage of the Elementary and Secondary
Education Act (ESEA) in 1965, Oakland Unified interrogated its racial and economic dynamics,
seeking to provide Black leadership in the district, job opportunities for local residents, and racial
sensitivity training for staff and students. Beyond the district, the Black Panther Party for SelfDefense established educational opportunities for Black children and for children of color more
broadly between 1969 and 1982, which culminated in its remaining survival program: The
Oakland Community School (OCS). The school, however, was not the sole predominately Black
educational space in Black Power-era California. The Martin Luther King Elementary School in
San Francisco, and the Nairobi School in East Palo Alto also provided similar spaces for Black
children. These schools are in a long line of Black/predominately Black K-12 educational
institutions in the United States with roots in the antebellum era. The OCS, specifically, revealed
what the Black radical imagination in education could be.1
The purpose of this work has been to explore the larger promises of the Oakland
Community School within the arc of two centuries of Black education in the United States. The
OCS might have come of age during the Black Power era, but it clearly transcends its temporal
boundaries to highlight a broader Black educational trajectory. In 1982, the official structure of
the school ended, but the philosophies and teaching practices lived on. In some cases, people
attempted to recreate their own versions of the school. In other cases, educators took on the
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teaching practices of the school’s faculty and leadership. A deeper look into the legacy of the
school reveals what it contributes to the Black radical imagination.
A Model School: Replicas of the OCS
In my conversation with Ericka Huggins, the former OCS director stated a phrase she has
repeated at various times: The OCS “wasn’t intended to be just for Black people. But you
already know that. But we’re so starved for anything Black that we forget about the impact on all
people of color that this school had.”2 True, the OCS was meant to serve the broader East
Oakland Community, and as much as possible, it did that. Still, as a Panther-led school, it
primarily served Black and Brown children. As Huggins stated, though, the effects were
intercultural and international. In our discussion, she mentioned two attempts at replicating the
Oakland Community School: REALM in Berkeley, California; and an unnamed school in
Lisbon, Portugal.
REALM was initially founded in 2011 under the direction of Victor Diaz, Executive
Director. The non-profit charter enrolled middle school and high school students. It prided itself
on graduating students and sending them to top tier schools, including UCLA, Stanford, and
Boston University.3 According to Huggins, the school “raised the funds—the initial funds,” but
she also said that eventually, “they had to charge tuition.”4 The school’s last online posting
boasted that it was tuition free, offering a project-based curriculum structure.5 According to Diaz,
students
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. . .have dissected a cow’s heart and performed at a jazz music competition in
Santa Cruz and built a robot and performed in plays and learned how to run a
small business out of their economics class. Our parents have made hundreds of
tamales and organized school dances and spearhead our annual gala. Our
principles of Love, Grit, and Action are made visible every day, by all,
transcending our expectations and our community.6
The school placed a heavy emphasis on service, even as it equipped its students to be proficient
on standardized assessment tests for the College Board and California Common Core. The
conversation about “grit” in Diaz’s statement mirrors a wave in contemporary education that
usually accompanies an emphasis on “growth mindset” and a “can-do” attitude. While such
approaches are important for building students’ intellectual and academic stamina, they often do
not speak to the heart of structural inequalities that explain why grit for one student in one
neighborhood might look extremely different than grit for a student in an entirely different
neighborhood. The Oakland Community School leadership recognized these disparities, which
might explain why Director Ericka Huggins simultaneously served on the Alameda County
Board of Education as she built partnerships with Dr. Asa Hilliard at San Francisco State and the
Oakland Unified School District.7 She knew that the heart of problems in education were
structural.
REALM’s trajectory was slightly different from that of the OCS, but it met a similar fate.
Its founder supported teachers’ inclusion in the Berkeley teachers’ union and encouraged
community-based support. Nevertheless, the school also struggled with funding and legal issues.
In the latter years, REALM partnered with an online charter network and came under fire from
the Berkeley school district for its merger, increased debt, and lower standardized test results
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among Black and Brown students. In a 3-1 decision in June 2019, the Board closed the school.8
The school officially posted its closure notice in August 2019.9 It had attempted to maintain the
community focus of the OCS, but as a school “in the 21st century,” it struggled to sustain social
justice principles within the growing market-based culture of charter schools’ cloaked
meritocracy, especially after it paired with the for-profit network charter. For this reason, it
struggled to meet all of the needs of its students and community members and thus could not be,
according to Huggins, “the Oakland Community School. It’s impossible to do, but they tried.”10
Huggins also mentioned a school in Lisbon, Portugal. Emory Douglass had visited the
school first and encouraged them to reach out to Huggins who went there to visit “this fantastic
art exhibit of Black Panther Party art and ephemera.”11 The school was housed in Cova da
Moura, an impoverished area in Lisbon, Portugal, primarily populated by Black people with
roots in Cape Verde and Senegal.12 Huggins mentioned the significant marginalization faced by
Black people in Portugal. A 2014 article in a British tabloid referred to Cova da Moura as a
“dangerous slum” and “a drug trafficker’s haven.”13 Recognizing the neighborhood conditions,
the founders mimicked the Oakland Community School in their attempt to provide quality
education for a heavily marginalized group of Black children. Huggins commented on how the
school within this community (a school whose name she cannot recall) was a “remarkable place”
composed almost entirely of Afro-Portuguese people who had tried to model their school after
the OCS. She was overwhelmed when she entered a room full of “three to five-year-olds, and
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they all say, ‘Beijo, Ericka.’ I wanted to burst into tears. And they had, sight unseen, read about
Oakland Community School in a Black Panther Party newspaper that’s handed down and
tattered, and created…” a school that reminded her of the educational community she inhabited
for nearly a decade.14 The school had “real breakfast,” a nap room, and “so much” visual art and
rich music, maintaining an observance of African culture combined with a deep amount of care.
The founders read about the small East Oakland school thousands of miles away and created the
version that made sense for them in their small community. They had read about Black liberation
in the United States and considered “race, gender, sexual orientation, and class,” according to
Huggins, in a way that many of the men in the United States had not.15
While this Portuguese example is a powerful iteration of the Oakland Community School
model, it also exists outside of the United States under a very different set of political, economic,
and cultural circumstances. The REALM Charter School in Berkeley came close to the OCS
model, but it still fell short as a result of the temptations of joining a for-profit online charter
network.16 And this begs the question: Can an Oakland Community School exist in the 21st
Century? Huggins suggests that it might not be possible.17 Former student Gregory Lewis shared
how he “wish[ed] we could replicate the model of the school, but the time, circumstance, and
urgency of the moment created its own unique factors.”18 The very specific historical moment
and forces that gave rise to the Oakland Community School and allowed it to thrive do not and
cannot exist in perfect measure today. Given the complicated internal conflicts of the BPP during
the OCS’s tenure, educators today might not want the exact replica in any case. Perhaps what
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lived on from the school is something carried in individual and collective consciousness. An
examination of the former teachers’ and students’ lives in the decades following the school’s
closure might shed light on the possibilities of its legacy.
Moving On: The Living Legacy of the Oakland Community School
For a number of the former teachers of the Oakland Community School, the pedagogical
beginnings of their OCS years became the springboard for their future teaching careers. Haven
Henderson, the aptly named dormitory supervisor and educator, moved back to the East Coast
after she left the BPP and the OCS in 1978. For a moment, she sent her son Ashanti Al Prentice
McCutchen to live with her parents in Philadelphia while she returned to school and studied at
Teachers College, Columbia University, where she pursued a master’s and a PhD. She had a
career as a teacher and administrator. Her educational commitment at the OCS was just the
beginning of a life as both a practitioner and scholar in the field of education. Henderson’s
pursuits must have also inspired her mother’s, as the elder Henderson went on to pursue a
nursing degree and a degree in theology.19
Vivette and Rodney, two of the non-Panther teachers, also continued in public education.
Most of Vivette Blackwell’s teaching story was recounted in the previous chapter. After 12 years
of directing a daycare center and more than a decade of public school teaching, she eventually
retired from teaching altogether. She confessed to going above and beyond the call of duty when
she taught at public schools, adding that she applied some of the same OCS literacy and broader
pedagogical principles to her public school classrooms whenever possible. After leaving the
MLK Jr. School, Gillead also went on to work at other public schools. Gillead met his future
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wife while in Asa Hilliard’s class at San Francisco State, a union Hilliard referred to as “a match
made in heaven.” While Gillead would later disagree with that assessment, the couple would first
welcome their daughter in 1983, a full decade after their teacher training years.20 The Bronx
native would find a permanent home in California, transitioning from a San Francisco-based
teacher, to administrator, to Oakland teacher over the course of his career. The remainder of his
career incorporated the principles of OCS communication with families, high expectations, and
high support. Gillead retired in 2014, and he now works as a substitute teacher periodically to
fund his travels in the United States and Europe.
Shortly after leaving the OCS in 1980, Steve McCutchen, the math-PE-martial arts
teacher from Maryland, moved on to Shasta College three hours away from Oakland. The 32year-old received an offer from the college, where he taught PE and coached for two semesters
before returning to the classroom as a student.21 McCutchen had taught at the OCS for nearly
seven years without a formal teaching credential, so he worked and attended school until he
secured a teaching position at the Oakland Unified School District (OUSD). As mentioned in the
previous chapter, he was first hired through the district’s Office of Indian Education as a math
intervention teacher for Indigenous students. Throughout his career, he maintained his
competitive educational approach as a chess coach. His students went on to compete in various
chess competitions. After funding cuts, he became a general math intervention teacher for all
students. Like his days in the OCS, he studied concepts in pre-algebra and algebra and made the
work accessible to fifth graders. With his course load that included struggling third through fifth
grade “intervention students” who scored in the lowest levels of standardized tests, and a number
of math enrichment students who performed “off the charts,” McCutchen found a familiar
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rhythm. The “all students can learn” undercurrent of his earlier years at OCS clearly manifested
in his later career. After fifteen years with the OUSD, he retired in 2011.22
While much of the Oakland Community School history told here appears to be a
triumphant retelling of a school whose founders were despised by the local police, FBI, and
CIA—a school eventually praised for successfully serving some of the most economically and
socially underserved children of the San Francisco Bay Area—it by no means frames the school
as THE perfect model of education. The Panthers’ education of children arose from the political
momentum of high school and college student organizing along with the broader activist
discourse of self-determination of the 1960s and 1970s. The Black Panther Party had undergone
a series of reprisals that frequently changed the faces, places, and styles of the Party’s leadership.
As the greater BPP struggled to find its identity as an organization with shifting membership and
political specificity—first self-defense and rapid revolution, and then intercommunalism and
survival pending the revolution—its programs also struggled to maintain economic and
personnel stability.23 From the Children’s House and daycare center to the Oakland Community
School, Panthers’ schooling had undergone a number of changes. While the OCS became the last
standing of the Panther programs, it, too, had differing views among its members. Whether it
was uniforms, gender expectations, racial dynamics of interns, or the pedagogy in martial arts
classes, the school was constantly tasked with identifying the type of school it wanted to be. The
truth is all schools, especially good ones, have to consistently return to their larger educational
vision in order to see what is best for the students and families they serve; the OCS was no
different. Still, as the school rigorously surveyed its curriculum and instruction, it also held staff
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members to impossible commitments. Recall how non-Panther teachers Gillead and Blackwell
told of 10 to 12 hour days during the school week as well as additional weekend meetings.24
Panthers like Steve McCutchen sometimes worked longer days, often as many as seven days a
week. In the later years, some BPP members had to take up part-time jobs to support their roles
in the Party, and Huggins herself admitted to surviving on public assistance while she was in the
Party.25 When considering how the Oakland Community School existed as it did, educators of
the present must also honestly contend with the fact that OCS teachers and staff were
overworked and grossly underpaid. As young teachers and activists who were committed to the
cause, this was permissible at first—the work did not seem as arduous because they shared the
heart and soul of the broader Party. Nevertheless, the fervor and commitment to BPP principles
could not hold up after members’ time and resources were exhausted, and the leadership of Huey
P. Newton was erratic, violent, and often irresponsible.
A “Hell of a Ride”: Teacher and Student Journeys, Reflections, and Advice
Regardless of the struggles, the accounts of the staff and students attest to the fact that the
Oakland Community School, BPP children dormitories, and Oakland Community Learning
Center were all places of generative dialogue, creativity, support, love, affirmation, and
camaraderie. Nearly every interviewee in this study looked upon the OCS experience with a
sense of warm nostalgia. Smiles and laughs accompanied memories of a community built on a
shared purpose. While schools like REALM send the message that the OCS cannot be fully
replicated in the present, the lives of OCS teachers and students suggest that elements of this
legacy can still find a home in present-day classrooms. These “otherwise possibilities” for Black
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children—all children, in fact—can and do exist. After meeting with educators and students, I
asked some of them about the advice the would give to newer teachers, given their experiences at
the Oakland Community School.26
When I spoke with Vivette Blackwell about education, she made significant comparisons
between her teaching experiences at the Oakland Community School and public schools. When I
asked her about advice for newer teachers, she had this to say:
And I would hope that teachers could get very involved with their students, very
personable with the students…Before they went to recess, I would kinda check
‘em over. Check in with them emotionally. Looking at their hands; are their
fingernails clean? Is their hair right? Are their clothes okay? How are they
feeling? And I think it was that sense of community—because community school
is what it really was—and there’s that sense that you are responsible for all these
children. They are YOUR children. And I think I would encourage a new teacher
to try to be more personable with their students…So I think with a new teacher
coming in, if they can understand this—which I think it might be a personal
attribute that they either have or don’t have—but if they can understand that they
are not there to judge the student; they’re there to help the student learn every
single thing. You can’t just give a lesson… So I guess if there was something that
I could pass on to them, it would be that kind of commitment to another human
being. And it’s your job to help them learn. It’s not your job just to do the lesson;
you have to make sure they get the lesson, and internalize it, and use it. You
know, that’s how I think I would put that.27
Blackwell framed her words within the twin contexts of her OCS time and her experiences
volunteering since retirement in the classrooms of her grandchildren and great grandchildren.
Her focus on being personable with the children and treating them as “your” children was
consistent. In many ways she was again assessing the broader culture of the school: because so
many teachers were parents of children at the school, they embraced their role as teachers with a
similar sense of care. Equally important was this idea that teachers were on an educational
journey with students—the idea that relationships are at the core of pedagogy. In addition, she
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added that if the teacher recognizes the needs and the interests of the students those were the
markers of good teaching. She admitted that scripted teaching might be necessary for some
newer teachers, but skilled pedagogy required the teacher to “use all of their creativity and use
the kids’ ideas and the kids’ focus.”28 “All of their creativity” is the spirit of “stealin’ the
meetin’”: seeing possibilities when the structures assert there are no possibilities. Mrs. Blackwell
was not alone; several of her colleagues had similar advice.
Fellow primary school teacher, Rodney Gillead, also had a similar insight from his years
in education. He went on to provide advice based on the general state of the field:
Well, you know, I tell people, and I've counseled numerous people, "If it's not a
passion, don't go into it." Because first of all, the respect for teachers has
diminished over the time that I started to now. The pay is not good at all. And it's
going to take you at least five years to feel comfortable in what you're doing. And
I've seen enough people leave the profession after two, three--You know, people
think it's a walk in the park. "Oh, I remember when I had a teacher," and well, that
was all cool. But when you really get down to the dynamics of teaching where not
only do you have to master the subject matter, you got to also master what I call
the theatrics of teaching. And that changes year to year depending upon who are
the students in front of you. And so, I, I basically tell people, don't go into this
profession lightly. All right, it's going to take a lot out of you and it's also gonna
give you a lot back, but it's not gone be monetary. 29
Gillead’s advice elucidates the reality of the general state of education. Teachers are consistently
tasked with the work of providing mandated content, even as they attempt to maintain student
interest and care for the children’s entire well-being beyond the subject matter. His remark about
teacher burn-out is consistent with the literature. Teachers who can sustain themselves for five
years or beyond, especially in Title I economically disadvantaged schools, are esteemed, as the
teacher turnover rate has become very high. This was especially true in the first decade of the
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2000s.30 Still, in the midst of these challenges, teachers who provide more affective support in
their classroom see a greater return in both student engagement overall and student appreciation
in the long-run.31 As Gillead discussed his advice, he recounted a time when he ran into a student
from his time at the Martin Luther King Jr. school who is now a professor at Brown University.
He spoke of these encounters with successful former students as the rewards, noting that if such
rewards were not sufficient, prospective teachers should choose a different profession.
Steve McCutchen’s advice about teaching maintained a sense of continuity with
his teaching philosophy both at the OCS and beyond:
Put your book on the shelf. Put your book learning on the shelf. The learning
process begins with the student and through the student. Teacher can come in as
the teacher in charge, the person who manages the classroom, the person who is
tasked with teaching a given subject. But the subject, the teacher's subject is not
math, English, social studies, history. The teacher's subject is the student…the
teacher has to become student as the student becomes the teacher.32
McCutchen’s advice for the day-to-day practice of teaching reflects the OCS’s mission and the
core of Freirean pedagogy.33 The idea that the world was a “child’s classroom” was not simply
an idea that looked good in BPP print publications; it was an ideology that drove how teachers
engaged with the student’s world. An emphasis on drawing available resources and experiences
from within and without the classroom walls was important, but leveraging those tools in
accordance with the student’s inquiry and needs was necessary.
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Whereas McCutchen’s perspective on the pedagogy was clearly aligned with the mission
of the OCS, his vision for schooling was very much connected to the original vision of the Party
outlined in Point 5—a knowledge of systems and a commitment to self-determination. The
individual was a member of the community, and the community’s role was to build strong
people. He continued,
Instead of filtering out only the brightest, the best, or whatever the adjective is…if
the educational system and the social systems work so that whatever a person,
whatever level of competence students reach educationally or socially, they still
complement the individual and complement the community in the areas where
they live…without those understandings, I think those concepts are not going to
be passed on and absorbed or realized, not in my lifetime. But I think there’ll be
enough people who can pass on those seeds, pass on those ideas in my lifetime,
but I don’t think I’ll see the fruits of those ideas in my lifetime. And the Oakland
Community School…was a hell of a ride, but I’d do it all again. I’d do it again.
McCutchen’s comment about seeing the Panthers’ bigger dreams for education unfold is
consistent with Blackwell’s and Huggins’s assessments of both the school and education today.
First, the Panthers had a vision that was that vast; and second, their vision cannot be replicated
fully in today’s current climate of schooling. McCutchen was also challenging the early Du
Boisian notion of the Talented Tenth—the belief that the—insert appropriate educational
superlative—would uplift the mighty race.34 While Du Bois would drastically challenge his
earlier concept about education nearly forty years later, a number of educational programs in the
United States and abroad have continued to leverage support for the “best and brightest,” without
enough attention to the needs or educational possibilities of the masses.35 The OCS operated on
the belief that all children can learn.36 McCutchen’s hopeful argument that there are enough
people to “pass on the seeds” provides an excellent segue into the lives of OCS students. More
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than 35 years after the school’s closing the students have internalized some of the core concepts
of the Oakland Community School.
Recall Gregory B. Lewis, the cub who mourned his abrupt departure from the OCS and
Panther community at age nine. After high school, he pursued a major in administration of
justice at Chabot Community College in Alameda county. After a ride-along with the police and
shifting majors upon transferring to San Francisco State University—his primary focus being
sports at the time—he chose the major in which he already had taken the most classes: Black
Studies. Gregory is now a husband, parent, and lawyer in Oakland who often speaks publicly
about his experiences at the OCS. In our last conversation, he talked about speaking with youth
about careers in the law—students who might not otherwise consider a career in the field.37 Greg
had also served as an adjunct instructor at a local community college. When asked about his
advice for educators, he had the following to say:
I think with all teachers—with all of us, I mean it's important to leave your biases
at the door. And we all ha—The first thing is admitting you have them—we have
them, you know. And I think that that's a good way to strip away the power
dynamic… sometimes we judge people on the way they look, the way they dress,
the way they act, the way they talk…with no bearing on what happened at the
home to make that kid so angry. What happened at home to where maybe that's
all she has to wear? But thinking out—thinking outside of the box of correcting
kids. But really trying to be patient and get to know them… I think one thing that
worked effectively for me in teaching—and I think the Panthers teachers did
this—is, whenever I could, I injected my truth, you know. And that, I noticed that
whenever—'cause I used to be pretty hush hush about the Panthers, right?…
when you're able to throw something back that's maybe within the pedagogy or
whatever it is you're trying to teach, but also from your personal experience, that I
think really gets the students start to trust you and they start to believe that maybe
they should listen.38
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Greg’s advice is important. In terms of the traditional definition of curriculum, it veers away
from “how to think” vs. “what to think” to the degree that Greg is both acknowledging his biases
and acknowledging himself as a part of the curriculum. At the same time, his words resonate
with Vivette Blackwell’s advice that teachers need to foster relationships with the students.
Gregory suggested that inviting students to hear about his personal background, especially as it
pertains to the material covered in class, is a powerful way of engaging students in the learning
process and increasing their stake in the course.
Like Greg, Kesha also went on to obtain an advanced degree. The young girl who
practiced the order of operations during Double-Dutch and caught flak from her teacher for
questioning the traditional Columbus narrative grew up to be a Black woman leader in corporate
America. Upon graduating from high school, she received a Bachelor’s degree in organizational
leadership and behavior leadership. She went on to receive a master’s degree in human resources
management from Golden Gate University. She is now a human resources leader at Dow
Chemical Company and still resides in the Bay Area. In addition to her full-time job, she runs a
catering business part-time and raises her elementary-aged son with her husband. Kesha has also
served on panels and shared her experiences at the OCS. In our conversation, Kesha also
expressed an interest in teaching community college courses part-time. For Kesha, an enduring
lesson from her time at OCS involved a sense of self:
I would say a sense of purpose, a sense of pride—knowledge of self because we
had a lot of history and a lot more history of African kings and Queens and just
people who made a difference… I mean it frees you from psychological
bondage… in corporate America, I mean in management usually, I'm like, for
example today, the CEO and all the people came through. They flew on the
company jet out here and I was the only Black person in the room. Okay. And
there's like 50 people… This dude is half, half Mexican and Black, but I was the
only Black woman in the room, and it's like that's how it's been, but I am very
competent and comfortable. I feel I belong there. So you know, I've earned my,
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my right to be there. So that sense of pride, like I said, with the Black Panther
party, it's just something that you carry with you.39
While the employment within corporate America does not resonate with the anti-capitalist
ideology of the Black Panther Party, Kesha’s assertion about self-worth does. Indeed, she has
been the only Black woman in a room full of corporate people—mostly men. Nevertheless, she
does not carry a feeling of inferiority, which she credits to her early upbringing within a school
environment that affirmed her Blackness and provided models of Black women who were “doing
their thing” at the OCS. Part of the reason why Kesha has a desire to teach part-time is because
she wants to give back, and she has received encouragement from powerful teachers. Kesha also
holds firmly to her early lessons in accountability that came through the Justice Court. For her,
the collective accountability and affirmation were all acts of love that she felt contributed to a
community of warmth and safety—a community she thinks is powerful in education.
Ronnie, too, became a parent. While Ronnie was in high school, his father helped him
purchase his first set of turntables, which became the impetus for his hip-hop career. Since his
Berkeley High days of cutting school and seeing shows, he had gotten heavily involved in the
hip-hop scene. He was known in talent shows as “the rapper guy.” He credited some of his
familiarity with the stage to his early beginnings at the Oakland Community School. Shortly
after high school and following a few years connecting to break-dancing crews, Ronnie—now
Money B—met Shock G and Chopmaster J and eventually became a member of the hip-hop
ensemble known as Digital Underground along with the late Tupac Shakur.40 When he
considered advice for newer teachers, Money B suggested this:
I have a 3-year-old, you know, that I'm already thinking about it, how I would
like, you know, for teachers to approach him. It's kinda like, and I know it's not
always possible because sometimes classrooms are big, but if teachers realized
39
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that everybody doesn't learn the same way…You have to learn the students if you
can, as much as you can, especially at a younger age, and figure out what helps
them, if that's at all possible. And like I said, you know, and apply what was used
at the Oakland Community School. Don't lecture and point the finger and say you
need to do this. You know. If you engage and you say "Alright, this is the lesson,
what do you guys think?" And then be open to whatever…And make sure that
they learned that everything shouldn't always be black and white. Cut and dry.
This or that. You know what I mean?41
Money B’s advice clearly connected to his own educational experiences and his hopes for
his own son. He recognized the difficulties teachers face with class sizes of 25 or more but
asserted that “as much as possible” teachers should tailor their instruction to the needs of the
specific students in front of them. The Oakland Community School had smaller class sizes, so
getting to know the students personally was much easier. The question of “as much as possible”
is still a call for teachers to move beyond simply teaching to the middle—every student should
be taken into account. He also argued that concepts did not have to exist in simple black and
white; on the contrary, learning should involve student input, and arguments should consider
nuance and multiple perspectives. His words echo the sentiments made by teacher Vivette
Blackwell.
Zachary Killoran who, like Money B, did not care for meditation when he was a student
at the OCS, ironically grew up to enjoy meditation. His father taught different Buddhist versions
of meditation. Meditation became both a lifestyle and personal area of study on the side as Zack
worked full-time at various jobs throughout his adult life. He started working at age 16 while he
was in high school, the same year he graduated, taking advantage of the academic edge he
received from the Oakland Community School. He began his first job putting together a product,
and then he was responsible for serving on the retail side of the product. He has also worked in
the restaurant industry. He has traveled to many countries around the world, experiencing much
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of what they offer in terms of spirituality, culture, and education. When he considered the school
and education in general, Zack had a number arguments.
So the students need to understand that there are various truths and that they don't
need to reject everything if they found out that one thing isn't entirely true.
There was a story that I heard recently about a student that's having troubles with
hypocrisy that adults offered to the kids. It's like, "well that's hypocrisy, so
is everything bull?” They don't know that there's various truths. Like duality.
Every piece of paper has two sides. You write a truth over here, but the other side
shows another option. That's duality. That comes from meditation, also… I carry
similar philosophies…I don't know, it's just also an enlightening opportunity.42
As a child, Zack was resistant to meditation, but over time, meditation became a way for him to
see the process of thinking in general. The duality of which he spoke highlights the framework of
dialectical materialism that undergirded the party’s philosophy, especially in its political
education and youth education programs. Using dialectical materialism, they believed that truths
were found by uncovering a series of contradictions. Problematizing binaries was also a large
part of Money B’s advice.43 For Zack, education should allow people to explore the complexity
of truths and how two seemingly opposing perspectives could both be true at the same time.
Unsurprisingly, some of the OCS students went on to become educators. Perhaps what
might be surprising is that Amber Landis-Reedy was one of these educators. Recall how Amber
dropped out of high school after a turbulent childhood. When she finally returned from Germany
and was able to break away to live independently, Amber worked and eventually received her
high school diploma at age 21. She immediately enrolled in a nursing program. She now resides
in the Dallas-Fort Worth area of Texas and works in health education at her daughter’s school.
Amber as a child had experienced the OCS with so much joy. As an educator, she now mourns
the state of education and the dearth of warm smiles, but she celebrates her daughter’s school as
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a place that reminds her of the OCS days. When asked about how the OCS is reflected in her
educational practice, Amber provided the following:
Respect, right? Respect for everyone, you know, regardless of background, et
cetera, et cetera. But going to that student, you know, not treating them like that
round peg that needs to go in that round hole, but saying "What holes do you need
to be in basically?" You know, it's exhausting and you go into each and every
student where they are instead of making them, you know, conform and learning
their best learning styles and there's just so many levels to it. But I, I think that I'd
have to boil it down to respect and, and how they treated us. They didn't just treat
us like children.44
The idea of “going to that student” and helping them figure out the “hole” they “need to be in”
continually affirms the trend in the comments offered by OCS students and teachers. Amber also
affirmed that the storytelling experience she remembered her last day at OCS is something she
carried with her. In her own educational practice, she leverages the power of storytelling. This
approach, in conjunction with meeting students where they are, is a combination of what
Gregory offered and what showed up in other student and teacher stories. For Amber, the joy,
excitement, and perspectives of students proved to be essential parts of what she viewed as
effective education.
Leilah Kirkendoll, one of the younger students, also became an educator. The Panther
cub who had to read independently from her classmates because of her advanced reading level
graduated OCS? at age 16. She attended San Diego State University as an undergraduate and
then as a Master’s student. Leilah did not begin studying education. Her major was in criminal
justice because “I was going to change the prison system. That’s what I was gone do.”45 Her
study in the field of education did not arrive until her MA program where she focused on
education and counseling. She has had an extensive career as a teacher and administrator, often
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working with incarcerated youth. She received her PhD in leadership and education from the
University of San Diego a few years ago. Her educational advice was extensive:
Bring community into school, and then take kids to community. Make the
transition; make the connection. And believe that they can. Don’t get caught up in
the test scores, and don’t get caught up in their historical records and what they
parents can’t do. I used to tell my teachers all the time, “Parents don’t get paid
$100,000 a year to teach they kids; you do. If they got paid $100,000 they might
figure out how to do something with they kid, too. You just never know. But in
the meantime, you getting the money to teach, so I need you to do your part. You
can’t control what they do; you can only control what we do.” You know. And so
provide that opportunity and that environment. But yeah, really be a school of
community. Bring community in whatever you can, and validate our
opportunities…You can’t do it by yourself anymore; it’s not enough money. It’s
not enough time; you don’t have enough resources. You can’t do it by yourself;
you have to bring in other people, and there’s a lot of people who wanna
help…Be the biggest education advocate you can. Grab who you can, what you
can, from where you can. And know that you can’t teach them everything, but
you have to teach them how to be critical learners. Everything they see is not
real.46
Leilah’s words encapsulated so much of the Panther vision, even as they captured the difficulties
of contemporary education. Teachers are bombarded with high demands for proficient
standardized test scores. They might be receiving higher pay than previous generations, but
schools are still under-resourced, and the demands for teachers are impossible to meet
individually. Leilah’s charge to bring the community in is fitting. The community school model
is extremely demanding, and thus more difficult in this present moment, so schools have to
creatively think of ways to connect individual students learning in the classroom to the broader
community. Perhaps this might mean bringing in more parents to volunteer, or it might mean
increasing visibility in places where parents are. The process of stealin’ the meetin’ requires
creative ways of educating that exist within the radical imagination well beyond the limited
confines of traditional education.
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While conducting this study, I witnessed the most visible evidence of the Oakland
Community School legacy in my interactions with Al Prentice Ashanti McCutchen (or Al). The
son of the beloved math teacher, Steve McCutchen, and fondly remembered dormitory
supervisor and educator, Haven Henderson, Al grew up to become a social studies teacher. I first
met Al at the 50th reunion of the Black Panther Party at the Oakland Museum in 2016. We
attended a session on the legacy of the Black Panther Party in higher education, and he invited
me to the upcoming workshop he was co-facilitating with his father. That morning of the
workshop, I saw the father-son partnership operate so seamlessly. The elder McCutchen
discussed his work at the OCS and beyond, and the younger McCutchen situated the educational
concepts within his contemporary teaching. Both discussed the importance of critical thinking in
education between and beyond their respective disciplines. The difficult years of separation
between the father and son were being mended—a relationship that Ashanti admitted to building
in his early adult life.
The younger McCutchen attended Wesleyan University and double-majored in history
and African American Studies after graduating from Central Park East Secondary School in
Manhattan in 1992. He went on to earn graduate degrees in what? From where? When I met with
Al individually, he intentionally opened the conversation by honoring the Black women in his
life, beginning with his mother and following with his grandmother. He credited both for laying
the spiritual, emotional, and intellectual foundation of his work. When I asked Al about his view
of education, he shared the following insight:
In my first couple of years and give all this stuff to kids Like "Yo, let me just give
you everything that you hadn't been told, and screw the canon”…But then as I
got, you know, 22 years in…So now it's about, for me, it's not about
eliminating—some of my radical friends may think differently. It's not about me
eliminating those texts, those elements of the canon, but now using them for a
purpose. Right?...Well, think about people like E.D. Hirsch, right? Who claims
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there is this kind of body of knowledge that needs to be studied…and radical
thinkers like Malefi Asante. Or Leonard Jeffreys, Dr. Leonard Jeffries, rather,
may say the hell with that, you know. Hell with this body of knowledge that's
probably—not probably—GOING to be Eurocentric. Me, upon hearing
viewpoints of both sides—It's about recognizing that my kids need to know the
paradigms that exist if that's the field they're going to go into it. Right?...If they
just kind of living and struggling and or things, we're going to figure out another
paradigm for them in terms of problem-solving. Everybody doesn't need to have
every element of history down. My classroom is not about that, also. My class is
about problem-solving, which everybody gets to get...So even though the scope
and sequence gives that, let's go deeper.47
In our rich conversation about his pedagogical practice, Al gave me an overview of the
broad and deep components of his courses and his approach. Less concerned about
covering every detail, he has frequently been intent on providing students opportunities to
see opposing points of view and critically analyze the perspectives they bring to bear on
historical events. He confessed to being the teacher who wanted to make students in his
own image. After traveling abroad and studying a variety of different cultures and
religions, he was excited about the possibility of imparting all he knew. In his
undergraduate years, he volunteered in activist-centric educational spaces, so he also
carried that fervor into the public school classroom. He then shifted his focus, providing
the breadth of perspectives and teaching students to ask the critical questions.
Al’s discussion of his pedagogical approach was not some broad collection of
empty words. A week after we met, and nearly two years after our initial meeting, I had
the opportunity to visit his high school classroom in Westchester County. He had
engaged the students in a debate about child labor. He provided primary and secondary
sources to aid students in their debate. Sensing the nervousness of the room, he said
“Remember, we’re breathing. Releasing the tension. Breathing is a great way to release
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things and remain calm.” When students finished their statements, he told them to
prepare for discussion by saying “I stand ready for cross-examination.” The class was full
of humor, critical engagement, affirmations, high support, and fun. The veteran teacher
had an ease about him that commands high expectations even as it exudes warmth and
safety. Before class was over and he prepared them for the next standardized benchmark,
he introduced me to the students: “I want to take the time to acknowledge Mr. Robinson.
He’s come all the way from Manhattan to see you guys because I told him we’re trying to
do something different. I told him I have some phenomenal students doing some
phenomenal work.”
Between classes, I examined the timeline he had that covered the walls of his
classroom. Work combined the mandatory unit on the French Revolution and American
Revolution, and the McCutchen paired this with a discussion of the Haitian Revolution—
a combination that reminds me of Gregory’s recollection of his OCS days. Whereas the
OCS was predominately Black, McCutchen’s school is predominately Mexican. Mindful
of this, he spent the summer preparing materials that discuss solidarity between Black
leaders and Brown leaders. Al might have left the Oakland Community School when he
was four years old, but the combination of critical thinking, warm relationships, and
intercultural connections reminded me of the stories I heard from OCS teachers and
students. The next generation of Panther-influenced educators have found new ways to
consider other possibilities in the contemporary classroom.
Not a Failure: The OCS and the Black Radical Imagination
Ericka Huggins’s and Donna Howell’s successful tenure at the Oakland Community
School is within both the tradition of “stealin’ the meetin’ and a legacy of Black women educator
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administrators. In the midst of limited resources, they still provided rich educational experiences
for children on the outside of mainstream education. Just as the education of Black people was
once illegal and necessitated creative space, place, and pedagogical methods to meet the Black
community’s literacy needs, the Oakland Community School navigated space, place, and
pedagogy in an era of complex deficit-centered ideas about education. True, their pedagogical
praxis was not covert, but their combined approaches and commitment to students of color ran
counter to the mainstream treatment of those students. They had stolen back education for their
community.
Statistically speaking, the OCS’s staff consisted of people who were and still are very
demographically different from those present in traditional public schools. The vast majority of
principals in US public schools were male and white until 2011. Today, the public school
teaching staff continues to be overrepresented by white women.48 In all iterations of the
Panthers’ school, the directors were Black women. The OCS was led by two Black women
across its eight years. Many of the teachers who showed up in students’ accounts, however, were
males. Male teachers traditionally have higher representation in high schools, but not in
elementary and middle schools. Black women are underrepresented as administrators across the
K-12 system. 49 The OCS’s disruption of gender norms and representation in education was not
only worth noting but also worth potentially replicating.
Pedagogically, the OCS demonstrated the value of a multilayered approach that
embodied progressive pedagogy, culturally relevant/sustaining pedagogy, social transformation,
and what Bettina Love refers to as abolitionist teaching.50 As previously discussed, the motto of
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“how to think instead of what to think” is not as neat as the OCS leaders suggested. The “how”
of teaching is simultaneously a “what,” as interactions, conversations, and governance are all a
part of what scholars Michael W. Apple and Jean Anyon refer to as the hidden curriculum.51
Furthermore, the “how” of OCS teaching can be reconceptualized as an approach steeped in
critical thinking vs. basic recall. It is a praxis that disrupts the banking model of education and
promotes a firm societal critique—both of which show ties to a Freirean model.52 Combining this
critical element with a socio-historical framing of race and culture places it within the realm of
culturally relevant pedagogy—and a cross-cultural understanding of struggle that invites students
to make meaning through their understanding of their everyday experiences makes the approach
culturally sustaining.53 Similarly, the notion of a co-constructed curriculum that draws upon
levels close to the students’ conceptual understanding but challenging enough to extend student
learning is the embodiment of progressive pedagogy.54 More important, the ways in which
OCS—a school of mostly Black educators and students of color—made use of multiple teaching
strategies with the resources available to them harkens back to a long-standing tradition in Black
American culture and praxis. There is much that this practice can teach us about imagining new
futures, educational and otherwise.
More than 30 years after the school’s closing, Oakland Community School students can
recall both its content and the relationships they experienced. Their recollections suggest a need
for further study into the ways that the OCS provided multiple definitions of the concept of
community. OCS students and teachers have defined what education should look like. While
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some of their practices have been identified as just good teaching, the reality is that “knowledge
of self” that OCS students held so dear is still not replicated in the staff composition and text
selection in most classrooms. Similar to Al’s comment, teachers do not have to do away with
European texts, but they must be ever mindful of the texts that are absent from their classroom
conversations. How can students read the word and the world when the literal and physical texts
before them provide such a limited view of humanity? My snapshot of the small East Oakland
neighborhood that spring day that began this chapter included images of people in the
community who gathered around a school officially established by the state. The OCS might
have received fiscal funding from the state, but it was established by the people—a school
created initially for Black and Brown children that sought to disrupt the limitations of the state.
Community schools might not be as easy to create today, but what I saw that day was enough to
convince me that Black people in the community care about their children’s education—a claim
Violet J. Harris made nearly 30 years ago.55 While the curriculum and instruction have changed
in the past 35-plus years, the need for creative problems to meet the needs for Black students is
still profound. Oakland Community School staff carried on a tradition of stealin’ the meetin’ that
was embedded in a tactical approach of building freedom dreams.56 The teachers born from that
experience have worked and continue to work to build on those dreams. How can we look into
this history to build on this dream? How can we dream anew for the education of Black children?
Years after the Oakland Community School closed, former director Ericka Huggins pursued a
master’s degree in sociology. She discussed the OCS and Black Panther programs in her thesis.
The OCS’s connection to the Black Panther Party itself was a double-edged sword, she argued;
both the reason for the school’s success and its downfall. When Huggins defended her thesis, her
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chair argued, “But you know it failed…It didn’t live.” In her conversation with me, Huggins
asserted “I never ever think of it like that. Even with all its mistakes. All of them.” Despite the
ways the school asked the staff to do and imagine the impossible, even as the funds were rapidly
depleting, I would also argue that the school was not a failure. The lives of the students in this
study suggest that the “seeds” Steve McCutchen mentioned are taking root in a newer generation
of educators. As educators, it is our responsibility to ensure that they bear fruit in the years to
come.

255

Bibliography
“2 Arrested in School Lot Death.” Oakland Tribune. March 20, 1973.
“513.RAM.History.of.RAM.Pdf.” Accessed December 13, 2016.
http://freedomarchives.org/Documents/Finder/DOC513_scans/RAM/513.RAM.History.o
f.RAM.pdf.
“1979 Calendar,” n.d. Box 231. Asa G. Hilliard, III papers. Archives Research Center. Robert
W. Woodruff Library at Atlanta University Center. Accessed July 25, 2019.
“A People’s Victory.” The Black Panther. April 21, 1973.
http://solomon.bltc.alexanderstreet.com.ezproxy.gc.cuny.edu.
“A Visit to the Martin Luther King School (1968) - Bay Area Television Archive.” Accessed
November 6, 2019. https://diva.sfsu.edu/collections/sfbatv/bundles/229347.
Abron, Jonina M. “Reflections of a Former Oakland Public School Parent.” The Black Scholar
27, no. 2 (1997): 15–20. https://doi.org/10.1080/00064246.1997.11430854.
Accomando, Christina. The Regulations of Robbers: Legal Fictions of Slavery and Resistance.
Columbus: Ohio State University Press, 2001.
Anderson, James D. The Education of Blacks in the South, 1860-1935. Chapel Hill, Chapel Hill
[NC]: University of North Carolina Press, 1988.
Anyon, Jean. “Social Class and School Knowledge.” Curriculum Inquiry 11, no. 1 (1981): 3–42.
https://doi.org/10.1080/03626784.1981.11075236.
Apple, Michael W. Ideology and Curriculum. London; Boston: Routledge & K. Paul, 1979.
Araiza, Lauren. To March for Others: The Black Freedom Struggle and the United Farm
Workers. University of Pennsylvania Press, 2013.
Armour, Marilyn. “Real-World Assignments for Restorative Justice Education.” Contemporary
Justice Review 16, no. 1 (2013): 115–136.
https://doi.org/10.1080/10282580.2013.769300.
Arnesen, Eric. “Reconsidering the ‘Long Civil Rights Movement.’” Historically Speaking 10,
no. 2 (2009): 31–34.
Amsterdam News. “Arthur Schomburg Digs up Africa’s Past.” Accessed July 11, 2018.
http://amsterdamnews.com/news/2016/jan/21/arthur-schomburg-digs-africas-past/.
Asante, Molefi Kete. The Afrocentric Idea. Philadelphia: Temple University Press, 1987.
Au, Wayne. Reclaiming the Multicultural Roots of U.S. Curriculum: Communities of Color and
Official Knowledge in Education. Multicultural Education Series (New York, N.Y.). New
York: Teachers College Press, 2016.
Banks, James A. “Multicultural Education: Historical Development, Dimensions, and Practice.”
Review of Research in Education 19 (1993): 3–49.
Banks, James A., Peter Cookson, Geneva Gay, Willis D. Hawley, Jacqueline Jordan Irvine,
Sonia Nieto, Janet Ward Schofield, and Walter G. Stephan. “Diversity within Unity:
Essential Principles for Teaching and Learning in a Multicultural Society.” The Phi Delta
Kappan 83, no. 3 (2001): 196–203.
Banks, James A, and James H. Sutton Jr. and Sylvia Leal Carvajal Collection. Teaching
Strategies for Ethnic Studies. Boston: Allyn and Bacon, 1975.
Banks, William M. Black Intellectuals: Race and Responsibility in American Life. New York:
WWNorton, 1998.
“Bay Area Census -- City of Oakland.” Accessed March 3, 2019.
http://www.bayareacensus.ca.gov/cities/Oakland.htm.

256

Bay, Mia. To Tell the Truth Freely: The Life of Ida B. Wells. 1st ed.. New York: Hill and Wang,
2009.
Beaty, Willie R. “VBS: A Historical Perspective.” Mississippi Link; Jackson, Miss. June 7, 2012,
sec. Reigning News.
http://search.proquest.com/docview/1023240966/abstract/1BC7B83C2BDC4B30PQ/1.
Berlin, Ira. The Long Emancipation : The Demise of Slavery in the United States. Cambridge,
Massachusetts: Harvard University Press, 2015.
Bintliff, Amy Vatne. Re-Engaging Disconnected Youth: Transformative Learning through
Restorative and Social Justice Education. Revised edition.. Adolescent Cultures, School
and Society ; 63. New York: Peter Lang, 2016.
Biondi, Martha. The Black Revolution on Campus. Berkeley: University of California Press,
2012.
“Black Studies Curriculum Spring 1968.” San Francisco State College. Black Studies. Black
Student Union, 1968. “Black Student Union” folder, Item 3. University Archives, J. Paul
Leonard Library, San Francisco State University. https://digitalcollections.library.sfsu.edu/digital/collection/p16737coll2/id/989.
“Blacks, Blues, Black! Episode 6 [Education] - Bay Area Television Archive.” San Francisco.
Accessed November 6, 2019. https://diva.sfsu.edu/collections/sfbatv/bundles/223553.
Blackwell, Vivette. Oral History with Vivette Blackwell by author. Digital Recording, June 24,
2019.
Blain, Keisha N. Set the World on Fire: Black Nationalist Women and the Global Struggle for
Freedom. Politics and Culture in Modern America. Philadelphia: University of
Pennsylvania Press, 2018.
Brier, Stephen. “The Ideological and Organizational Origins of the United Federation of
Teachers’ Opposition to the Community Control Movement in the New York City Public
Schools, 1960–1968.” ResearchGate 73, no. 1 (March 1, 2014): 179–93.
https://www.researchgate.net/publication/265830550_The_Ideological_and_Organization
al_Origins_of_the_United_Federation_of_Teachers'_Opposition_to_the_Community_Co
ntrol_Movement_in_the_New_York_City_Public_Schools_1960-1968.
Brooks, Ronnie “Money B.” Oral History with Money B by author. Digital Recording, May 2,
2018.
Brown, Elaine. A Taste of Power: A Black Woman’s Story. 1st ed.. New York: Pantheon Books,
1992.
“Brownsville Liberation School.” The Black Panther. October 25, 1969.
http://solomon.bltc.alexanderstreet.com.ezproxy.gc.cuny.edu.
Caldwell, Earl. “Seale Puts Oakland Race Into Runoff.” The New York Times, April 19, 1973,
sec. Archives. https://www.nytimes.com/1973/04/19/archives/seale-puts-oakland-raceinto-runoff-one-radical-elected.html.
Carmichael, Stokely. Black Power: The Politics of Liberation in America. Vintage ed.. New
York: Vintage Books, 1992.
Cha - Jua, Sundiata Keita, and Clarence Lang. “The ‘Long Movement’ as Vampire: Temporal
and Spatial Fallacies in Recent Black Freedom Studies.(Essay).” The Journal of African
American History 92, no. 2 (March 22, 2007): 265–88.
Chapman, Thandeka K., and Carl A. Grant. “Thirty Years of Scholarship in Multicultural
Education.” Race, Gender & Class 17, no. 1/2 (2010): 39–46.
www.jstor.org/stable/41674722.

257

“Chicano School Boycott Continues.” Oakland Tribune. March 27, 1973.
Collier, Aldore. “The Man Who Invented Kwanzaa. (Maulana Karenga; Includes a Paraphrase of
the Seven Principles of Blackness, The Nguzo Saba).” Ebony 53, no. 3 (January 1, 1998):
116–20.
“Community Unites Around Teacher’s Demands.” The Black Panther. October 20, 1973.
http://solomon.bltc.alexanderstreet.com.ezproxy.gc.cuny.edu.
“Contributions of School Nurses Are Vital To Success of ESEA Program.” New Directions.
October 1967, Volume 3, Number 1 edition. Oakland Unified School District newsletter
collection, MS 199. African American Museum & Library at Oakland, Oakland Public
Library, Oakland, California.
“Correspondence: January-July 1975,” n.d. Box 1, Folder 5. Asa G. Hilliard, III papers. Archives
Research Center. Robert W. Woodruff Library at Atlanta University Center. Accessed
July 25, 2019.
“Correspondence: May-August 1981,” n.d. Box 3, Folder 7. Asa G. Hilliard, III papers. Archives
Research Center. Robert W. Woodruff Library at Atlanta University Center. Accessed
July 25, 2019.
“Correspondence: September-December 1978,” n.d. Box 2, Folder 6. Asa G. Hilliard, III papers.
Archives Research Center. Robert W. Woodruff Library at Atlanta University Center.
Accessed July 25, 2019.
“Correspondence: September-December 1980,” n.d. Box 3, Folder 6. Asa G. Hilliard, III papers.
Archives Research Center. Robert W. Woodruff Library at Atlanta University Center.
Accessed July 25, 2019.
“CPI Inflation Calculator.” Accessed October 23, 2019. https://data.bls.gov/cgi-bin/cpicalc.pl.
Crawley, Ashon T. Blackpentecostal Breath: The Aesthetics of Possibility, 2017.
Creswell, John W. Research Design: Qualitative, Quantitative, and Mixed Methods Approaches.
4th ed.. Thousand Oaks, Thousand Oak, Calif., Thousand Oaks, Calif., Thousand Oaks,
California: SAGE Publications, 2014.
Cruse, Harold. The Crisis of the Negro Intellectual: A Historical Analysis of the Failure of Black
Leadership. New York Review Books Classics. New York, NY, New York: New York
Review Books, 2005.
Cuban, Larry. How Teachers Taught: Constancy and Change in American Classrooms, 18901990. 2nd ed.. Research on Teaching Series. New York: Teachers College Press, 1993.
Daryl Michael Scott. “How Black Nationalism Became Sui Generis.” Fire!!!: The Multimedia
Journal of Black Studies 1, no. 2 (2012): 6–63. https://doi.org/10.5323/fire.1.2.0006.
Das, Atasi. “Articulating Critical Numeracy Toward Transformation: A Numeracy of
Resistance.” presented at the AERA Annual Meeting Roundtable Session: Critical
Inquiry on/With STEM, Metro Toronto Convention Centre, Toronto, Canada, April 7,
2019.
“Delegates From Elementary Schools Talk of Problems, Hopes, & Plans.” New Directions.
March 1967, Volume 2, Number 5 edition. Oakland Unified School District newsletter
collection, MS 199. African American Museum & Library at Oakland, Oakland Public
Library, Oakland, California.
Deslandes, Rollande, and Richard Bertrand. “Motivation of Parent Involvement in SecondaryLevel Schooling.” Journal of Educational Research 98, no. 3 (January 1, 2005): 164–75.
https://doi.org/10.3200/JOER.98.3.164-175.
Dewey, John. Democracy & Education. New York: Barnes & Noble Books, 2005.

258

———. Experience and Education. 60th anniversary ed.. Lincoln Center Institute Collection.
West Lafayette, IN: Kappa Delta Pi, 1998.
Douglass, Frederick. Narrative of the Life of Frederick Douglass, an American Slave. 2nd ed..
Bedford Series in History and Culture. Boston: Bedford/StMartin’s, 2003.
Dreyfuss, Joel. “Days of Guns and Good Intentions.” Newspapers.Com. March 25, 1979.
Du Bois, W. E. B. Black Reconstruction in America. New York: Free Press, 1998.
———. The Education of Black People: Ten Critiques 1906-1960. New York: Monthly Review
Press, 2001.
———. The Souls of Black Folk. Dover Thrift Editions. New York: Dover, 1994.
“Durant Trains New Careerist Interns.” New Directions. May 1969, Volume 4, Number 2
edition. Oakland Unified School District newsletter collection, MS 199. African
American Museum & Library at Oakland, Oakland Public Library, Oakland, California.
Elizabeth Watts. “A Letter From the Youth.” The Black Panther, March 15, 1970. The Dr. Huey
P. Newton Foundation, Inc.
http://solomon.bltc.alexanderstreet.com.ezproxy.gc.cuny.edu/cgibin/asp/philo/bltc/getvolume.pl?S16520#DIV27.
Endicott, William. “Black Panthers Purr Lot More, but That’ Just Tactics.” The Times Herald,
August 31, 1977.
Ericka Huggins conducted by Fiona Thompson. An Oral History with Ericka Huggins, 2007.
Oral History Center, The Bancroft Library, University of California, Berkeley.
Ericka Huggins, Dickson, Gayle (Asali), Brooks, Ron, Hatchett Belcher, Keshia, and Luis,
Gregory. “The Oakland Community School: Point No.5 of the Black Panther Program.”
Panel Discussion presented at the Black Panther Party 50th Reunion Conference,
Oakland Museum, October 20, 2016.
“ESEA COMMUNITY AIDES ASSIGNED.” New Directions. October 1969, Volume 5,
Number 1 edition. Oakland Unified School District newsletter collection, MS 199.
African American Museum & Library at Oakland, Oakland Public Library, Oakland,
California.
“ESEA Schools View Health Slides.” Urban Education. November 1969, Volume 1, Number 1
edition. Oakland Unified School District newsletter collection, MS 199. African
American Museum & Library at Oakland, Oakland Public Library, Oakland, California.
Realm Charter School. “Executive Director’s Message from Victor Diaz, Realm’s Executive
Director.” Accessed November 17, 2019. https://realmcharterschool.org/executivedirectors-message/.
Fabricant, Michael, and Stephen Brier. Austerity Blues: Fighting for the Soul of Public Higher
Education, 2016.
Fanon, Frantz. The Wretched of the Earth. New York: Grove Press, 2004.
Farmer, Ashley D. Remaking Black Power: How Black Women Transformed an Era. Justice,
Power, and Politics. Chapel Hill: University of North Carolina Press, 2017.
“Federal Writers’ Project: Slave Narrative Project, Vol. 17, Virginia, Berry-Wilson,” 1936.
Library of Congress, https://www.loc.gov/item/mesn170/.
“Feeding Hungry Children Vs. Men of the Cloth.” The Black Panther. October 25, 1969.
http://solomon.bltc.alexanderstreet.com.ezproxy.gc.cuny.edu.
Foote, Chandra J, Paul J Vermette, and Catherine Battaglia. Constructivist Strategies: Meeting
Standards and Engaging Adolescent Minds. Larchmont, N.Y.: Eye on Education, 2001.

259

Frazier, Robeson Taj. The East Is Black: Cold War China in the Black Radical Imagination.
Durham: Duke University Press, 2015.
Freire, Paolo. Education for Critical Consciousness. London: Continuum International Pub.
Group, 2005.
Freire, Paulo. Pedagogy of the Oppressed. 30th anniversary ed.. New York: Continuum, 2000.
———. Teachers As Cultural Workers: Letters to Those Who Dare Teach With New
Commentary by Peter McLaren, Joe L. Kincheloe, and Shirley. Boulder: Westview Press,
2005.
Freire, Paulo, and Ira Shor. A Pedagogy for Liberation Dialogues on Transforming Education.
Basingstoke: Macmillan, 1987.
Gay, Geneva. “Preparing for Culturally Responsive Teaching. (2001 AACTE Outstanding
Writing Award Recipient).” Journal of Teacher Education 53, no. 2 (2002): 106.
———. “Teaching To and Through Cultural Diversity.” Curriculum Inquiry 43, no. 1 (January
1, 2013): 48–70. https://doi.org/10.1111/curi.12002.
Gay, Geneva, and Kipchoge Kirkland. “Developing Cultural Critical Consciousness and SelfReflection in Preservice Teacher Education.” Theory Into Practice 42, no. 3 (2003): 181–
187. https://doi.org/10.1207/s15430421tip4203_3.
“Geography, Social Science, Social Studies,” n.d.
Gillead, Rodney. Oral History with Rodney Gillead by author. Digital Recording, November 6,
2018.
Giroux, Henry A. Review of Review of Ideology and Curriculum, by Michael W. Apple. The
Journal of Education 161, no. 4 (1979): 88–91. http://www.jstor.org/stable/42772951.
Goals 2000: Education America Act, Pub. L. No. H.R. 1804, 108 Stat. 125 156 (1994).
Gore, Dayo F, Jeanne Theoharis, and Komozi Woodard. "From Communist Politics to Black
Power The Visionary Politics and Transnational Solidarities of Victoria “Vicki” Ama
Garvin in Want to Start a Revolution?: Radical Women in the Black Freedom Struggle.
New York: New York University Press, 2009.
———. “Revolutionary Women, Revolutionary Education: The Black Panther Party’s Oakland
Community School.” in Want to Start a Revolution?: Radical Women in the Black
Freedom Struggle. New York: New York University Press, 2009.
Gould, Rand W. “The Lesser Threat: The White Panther Party, Illegal FBI Wiretaps and FISA.”
San Francisco Bay View (blog), September 27, 2016. https://sfbayview.com/2016/09/thelesser-threat-the-white-panther-party-illegal-fbi-wiretaps-and-fisa/.
Grant, Carl A. Research In Multicultural Education: From The Margins To The Mainstream.
Routledge, 2005.
Grant, Carl A., Keffrelyn D. Brown, and Anthony Lamar Brown. Black Intellectual Thought in
Education: The Missing Traditions of Anna Julia Cooper, Carter G. Woodson, and Alain
Leroy Locke. New York ; London: Routledge, 2016.
Gregory B. Lewis. “Power To the Children: Writing from the Life of a Panther Cub.” Oakland,
CA, 1995.
Gutman, Herbert George. Power & Culture: Essays on the American Working Class. 1st
paperback ed.. New York: New Press, 1992.
Hackett-Belcher, Kesha. Oral History with Kesha Hackett-Belcher by author. Digital Recording,
March 28, 2018.
Hall, Jacquelyn Dowd. “The Long Civil Rights Movement and the Political Uses of the Past.”
The Journal of American History 91, no. 4 (2005): 1233–1263.

260

Hammond, Zaretta, and Yvette Jackson. Culturally Responsive Teaching and the Brain:
Promoting Authentic Engagement and Rigor among Culturally and Linguistically
Diverse Students, 2015.
Harris, Violet J. “African‐American Conceptions of Literacy: A Historical Perspective.” Theory
Into Practice 31, no. 4 (September 1, 1992): 276–86.
https://doi.org/10.1080/00405849209543554.
Hight, Bruce. “From Austin to Oakland: Black Panther Projects Attracted Lawyer’s Daughter.”
Austin American Statesman, November 20, 1977.
Hill, Jason, Randolph Ottem, John DeRoche, and Chelsea Owens. “Trends in Public and Private
School Principal Demographics and Qualifications: 1987–88 to 2011–12,” n.d., 48.
Hooks, Bell. Talking Back: Thinking Feminist, Thinking Black. Boston, MA: South End Press,
1989.
“Hoover Teachers Develop Effective Program Using ESEA Reading Labs.” New Directions.
October 1967, Volume 3, Number 1 edition. Oakland Unified School District newsletter
collection, MS 199. African American Museum & Library at Oakland, Oakland Public
Library, Oakland, California.
Howard, Tyrone C. Why Race and Culture Matter in Schools: Closing the Achievement Gap in
America’s Classrooms. Multicultural Education Series (New York, N.Y.). New York,
N.Y., New York: Teachers College Press, Teachers College Press, Teachers College,
Columbia University, 2010.
Huggins, Ericka. “A Discussion with Ericka Huggins: Human Rights Activist & Former Black
Panther Party Member.” presented at the We Are the Ones We Are Waiting For, Lehman
College, Bronx, NY, April 11, 2018.
———. Oral History with Ericka Huggins by author. Digital Recording, July 30, 2018.
———. Personal communication with the author, December 28, 2019.
———. Personal communication with the author, December 29, 2019.
Hutchinson, John. “The Portuguese ‘favela’ That Taxi Drivers Refuse to Enter at Night.” Mail
Online/Daily Mail, November 12, 2014.
https://www.dailymail.co.uk/travel/travel_news/article-2829929/Inside-Lisbon-s-drugtraffickers-slum-magnet-tourists-day-taxi-drivers-won-t-enter-night.html.
“Instructional Aide Advances on Career Ladder.” Urban Education. December 1969, Volume 1,
Number 2 edition. Oakland Unified School District newsletter collection, MS 199.
African American Museum & Library at Oakland, Oakland Public Library, Oakland,
California.
“Integration Model Program Starts Fourth Year.” New Directions. October 1969, Volume 5,
Number 1 edition. Oakland Unified School District newsletter collection, MS 199.
African American Museum & Library at Oakland, Oakland Public Library, Oakland,
California.
“IPUMS USA.” Accessed March 3, 2019. https://usa.ipums.org/usa/.
Isaacs, Charles S. Inside Ocean Hill–Brownsville: A Teacher’s Education, 1968–69. Albany:
State University of New York Press, 01.
J. Herman Blake. “Intercommunal Youth Institute Planning Documents, 1971,” 1971. Box 4,
Folder 22. J. Herman Blake Black Panther Party Collection, 1966-2010, Stuart A. Rose
Library, Emory University.

261

———. “J. Herman Blake v. Stronghold Consolidated Productions, Correspondence and
Financial Records, 1972-1978,” 1978 1972. Box 5, Folder 1. J. Herman Blake Black
Panther Party Collection, 1966-2010, Stuart A. Rose Library, Emory University.
———. “J. Herman Blake v. Stronghold Consolidated Productions, Court Documents, 19731978 [1],” 1978 1973. Box 5, Folder 2. J. Herman Blake Black Panther Party Collection,
1966-2010, Stuart A. Rose Library, Emory University.
———. “J. Herman Blake v. Stronghold Consolidated Productions, Court Documents, 19731978 [2],” 1978 1973. Box 5, Folder 2. J. Herman Blake Black Panther Party Collection,
1966-2010, Stuart A. Rose Library, Emory University.
———. “Memorandum to the File: On the Ministry,” September 14, 1970. Box 2, Folder 6. J.
Herman Blake Black Panther Party Collection, 1966-2010, Stuart A. Rose Library,
Emory University.
———. “Memorandum to the File: September 15, 1970,” September 15, 1970. Box 2, Folder 8.
J. Herman Blake Black Panther Party Collection, 1966-2010, Stuart A. Rose Library,
Emory University.
———. “Newton, Huey P., Obituaries, 1989,” 1978 1973. Box 5, Folder 8. J. Herman Blake
Black Panther Party Collection, 1966-2010, Stuart A. Rose Library, Emory University.
———. “Panther Day Care Center, Planning Documents, Undated,” 1971 1970. Box 5, Folder
16. J. Herman Blake Black Panther Party Collection, 1966-2010, Stuart A. Rose Library,
Emory University.
James, Winston. Holding Aloft the Banner of Ethiopia: Caribbean Radicalism in Early
Twentieth-Century America, 1999.
———. Holding Aloft the Banner of Ethiopia Caribbean Radicalism in Early Twentieth-Century
America. ACLS Humanities E-Book. London ; New York: Verso, 1999.
Jones, Charles E., ed. The Black Panther Party (Reconsidered). Baltimore: Black Classic Press,
1998.
Joseph, Peniel E. “The Black Power Movement: A State of the Field.” The Journal of American
History 96, no. 3 (2009): 751–776.
———. The Black Power Movement: Rethinking the Civil Rights-Black Power Era. New York,
London: Routledge, 2006.
Jr, R. W. Apple. “School for Blacks Offers Money‐Back Guarantee.” The New York Times,
June 4, 1975, sec. Archives. https://www.nytimes.com/1975/06/04/archives/school-forblacks-offers-moneyback-guarantee.html.
Kaestle, Carl F. Pillars of the Republic: Common Schools and American Society, 1780-1860. 1st
ed.. American Century Series. New York: Hill and Wang, 1983.
Kelley, Robin D. G. Freedom Dreams: The Black Radical Imagination. Boston: Beacon Press,
c2002.
———. Hammer and Hoe: Alabama Communists During the Great Depression. Chapel Hill:
University of North Carolina Press, 2015.
Kelley, Robin D. G., and Betsy Esch. “Black like Mao: Red China and Black Revolution.” Souls
1, no. 4 (September 1, 1999): 6–41. https://doi.org/10.1080/10999949909362183.
Killoran, Zachary. Oral History with Zachary Killoran by author. Digital Recording, May 22,
2018.
Kirkendoll, Leilah. Oral History with Leilah Kirkendoll. Digital Recording, December 28, 2018.

262

Korstad, Robert Rodgers. Civil Rights Unionism: Tobacco Workers and the Struggle for
Democracy in the Mid-Twentieth-Century South. Chapel Hill: University of North
Carolina Press, 2003.
Ladson-Billings, Gloria. “But That’s Just Good Teaching! The Case for Culturally Relevant
Pedagogy.” Theory into Practice 34, no. 3 (1995): 159–65.
———. “But That’s Just Good Teaching! The Case for Culturally Relevant Pedagogy.” Theory
Into Practice 34, no. 3 (1995): 159–65. https://www.jstor.org/stable/1476635.
———. “Liberatory Consequences of Literacy: A Case of Culturally Relevant Instruction for
African American Students.” The Journal of Negro Education 61, no. 3 (July 1, 1992):
378.
———. “Reading between the Lines and beyond the Pages: A Culturally Relevant Approach to
Literacy Teaching.” Theory into Practice 31, no. 4 (October 1, 1992): 312–320.
https://doi.org/10.1080/00405849209543558.
———. The Dreamkeepers: Successful Teachers of African American Children. San Francisco:
Jossey-Bass Publishers, 1994.
Landis-Reedy, Amber. Oral History with Amber Landis-Reedy by author. Digital Recording,
April 27, 2018.
Landsman, Julie, and Chance W. Lewis. White Teachers, Diverse Classrooms: Creating
Inclusive Schools, Building on Students’ Diversity, and Providing True Educational
Equity. Sterling: Stylus Publishing, LLC, 2011.
“Language Curriculum 2,” n.d.
Lee, Sonia Song-Ha. Building a Latino Civil Rights Movement: Puerto Ricans, African
Americans, and the Pursuit of Racial Justice in New York City, 2014.
“Letters to Huey From the Children at the Black Panther Party Liberation School in San
Francisco California.” The Black Panther. August 15, 1970.
http://solomon.bltc.alexanderstreet.com.ezproxy.gc.cuny.edu.
Lewis, Gregory B. Interview by author. Digital Recording, July 21, 2017.
———. “Personal Communication with the Author,” October 30, 2019.
———. “Personal Communication with the Author,” December 3, 2019.
“Liberation School.” The Black Panther. August 16, 1969.
http://solomon.bltc.alexanderstreet.com.ezproxy.gc.cuny.edu.
“Liberation School from a Mother’s Point of View.” The Black Panther. July 12, 1969.
http://solomon.bltc.alexanderstreet.com.ezproxy.gc.cuny.edu.
“Lockwood School BecomesSite Of ESEA Demonstration Program.” New Directions. October
1967, Volume 3, Number 1 edition. Oakland Unified School District newsletter
collection, MS 199. African American Museum & Library at Oakland, Oakland Public
Library, Oakland, California.
Lorde, Audre. Sister Outsider: Essays and Speeches. Revised edition.. Crossing Press Feminist
Series. Berkeley, CA, Berkeley, Calif., Berkeley [Calif.]: Crossing Press, 2007.
Love, Bettina L. We Want to Do More than Survive : Abolitionist Teaching and the Pursuit of
Educational Freedom. Boston, Massachusetts: Beacon Press, 2019.
Lucander, David. Winning the War for Democracy: The March on Washington Movement, 19411946. Urbana, Illinois ; Chicago, Illinois: University of Illinois Press, 2014.
Lucas, Bob. “East Oakland Ghetto Blooms With Growth of Black Panther School.” Jet
Magazine, February 5, 1976. Box 16, Folder 2. Dr. Huey P. Newton Foundation Inc.

263

collection, M0864. Dept. of Special Collections, Stanford University Libraries, Stanford,
Calif.
Makalani, Minkah. In the Cause of Freedom: Radical Black Internationalism from Harlem to
London, 1917-1939. Chapel Hill: University of North Carolina Press, 2011.
Malewski, Erik. Curriculum Studies Handbook: The next Moment. London: Routledge, 2010.
Malloy, Sean L. Out of Oakland: Black Panther Party Internationalism during the Cold War.
Ithaca, NY: Cornell University Press, 2017.
Mann-Hamilton, Ryan A. “What the Tides May Bring: Political ‘Tigueraje’ Dispossession and
Popular Dissent in Samaná, Dominican Republic.” CUNY Academic Works, 2016.
http://academicworks.cuny.edu/cgi/viewcontent.cgi?article=2336&context=gc_etds.
Marable, Manning. Malcolm X: A Life of Reinvention. New York: Viking, Penguin Group, 2011.
Marzano, Robert J. What Works in Schools: Translating Research into Action. Alexandria, Va.:
Association for Supervision and Curriculum Development, 2003.
McCutchen, Al Prentice Ashanti. Oral History with Al Prentice Ashanti McCutchen by author.
Digital Recording, November 28, 2018.
McCutchen, Steve. Oral History with Steve McCutchen by author. Digital Recording, November
7, 2018.
———. We Were Free for a While: Back to Back in the Black Panther Party. Baltimore:
PublishAmerica, 2008.
McHenry, Elizabeth. Forgotten Readers: Recovering the Lost History of African American
Literary Societies. New Americanists. Durham: Duke University Press, 2002.
“Messages for George from the People.” The Black Panther. September 4, 1971.
http://solomon.bltc.alexanderstreet.com.ezproxy.gc.cuny.edu.
Morgan, Paul L., George Farkas, Michael Cook, Natasha M. Strassfeld, Marianne M. Hillemeier,
Wik Hung Pun, and Deborah L. Schussler. “Are Black Children Disproportionately
Overrepresented in Special Education? A Best-Evidence Synthesis.” Exceptional
Children 83, no. 2 (January 1, 2017): 181–98.
https://doi.org/10.1177/0014402916664042.
Morris, Aldon. Scholar Denied. University of California Press, 2015.
“Mountain View Online - Lasting Memories - Gertrude Dyer Wilks’s Memorial.” Accessed
February 5, 2019. https://www.mv-voice.com/obituaries/memorials/gertrude-dyerwilks?o=5746.
“Multi-Media Approach to Reading.” Urban Education. November 1969, Volume 1, Number 1
edition. Oakland Unified School District newsletter collection, MS 199. African
American Museum & Library at Oakland, Oakland Public Library, Oakland, California.
Murch, Donna Jean. Living for the City. Chapel Hill: The University of North Carolina Press,
2010.
“National School Strike 1969/1970,” n.d. Box 1, Folder 21. Black Panther Party--Harlem Branch
Files.
“New Day in Babylon : The Black Power Movement and American Culture, 1965-1975.”
Accessed July 21, 2016.
http://onesearch.cuny.edu/primo_library/libweb/action/dlDisplay.do?vid=gc&afterPDS=t
rue&docId=dedupmrg283035438.
“New Intrigue in Marcus Foster Killing.” The Black Panther. November 24, 1973.
http://solomon.bltc.alexanderstreet.com.ezproxy.gc.cuny.edu.

264

Newton, Huey P. “Let Us Hold High the Banner of Intercommunalism and the Invincible
Thoughts of Huey P. Newton, Minister of Defense and Supreme Commander of the
Black Panther Party.” Black Panther. January 23, 1971, 5 no 30 edition. Alexander Street
Press LLC.
Newton, Huey P. “Merritt College [1 of 4]1972 - 1973,” n.d. Box 37, Folder 5. Dr. Huey P.
Newton Foundation Inc. collection, M0864. Dept. of Special Collections, Stanford
University Libraries, Stanford, Calif.
———. “Merritt College [2 of 4]1972 - 1973,” n.d. Box 37, Folder 6. Dr. Huey P. Newton
Foundation Inc. collection, M0864. Dept. of Special Collections, Stanford University
Libraries, Stanford, Calif.
———. “Merritt College [3 of 4]1972 - 1973,” n.d. Box 37, Folder 7. Dr. Huey P. Newton
Foundation Inc. collection, M0864. Dept. of Special Collections, Stanford University
Libraries, Stanford, Calif.
———. “Merritt College [4 of 4]1972 - 1973,” n.d. Box 37, Folder 8. Dr. Huey P. Newton
Foundation Inc. collection, M0864. Dept. of Special Collections, Stanford University
Libraries, Stanford, Calif.
———. “New Educational Models,” 1978. Box 40, Folder 10. Dr. Huey P. Newton Foundation
Inc. collection, M0864. Dept. of Special Collections, Stanford University Libraries,
Stanford, Calif.
Newton, Huey P. Revolutionary Suicide. Penguin Classics Deluxe Edition. New York: Penguin
Books, 2009.
———. The Huey P. Newton Reader. A Seven Stories Press 1st ed.. New York: Seven Stories
Press, 2002.
Newton, Huey P, and Toni Morrison. To Die for the People: The Writings of Huey P. Newton.
San Francisco, Calif.: City Lights, 2009.
Ngozi-Brown, Scot. “The Us Organization, Maulana Karenga, and Conflict with the Black
Panther Party: A Critique of Sectarian Influences on Historical Discourse.” Journal of
Black Studies 28, no. 2 (1997): 157–170.
Life Live Inspire Flight Educate (YouTube Channel). “Oakland Community Learning Center
[Founded by the Black Panther Party] 1977 - YouTube,” April 20, 2015.
https://www.youtube.com/watch?v=9dYsjDqUdr0.
“Oakland Community Learning Center News (VOL. IV, NO.3),” November 1979. Box 16,
Folder 2. Dr. Huey P. Newton Foundation Inc. collection, M0864. Dept. of Special
Collections, Stanford University Libraries, Stanford, Calif.
Oakland Community School. “Curriculum Design (1976-1977) 2 of 4,” n.d. Box 17, Folder 4.
Dr. Huey P. Newton Foundation Inc. collection, M0864. Dept. of Special Collections,
Stanford University Libraries, Stanford, Calif.
———. “Curriculum Design (1976-1977) 3 of 4,” n.d. Box 17, Folder 5. Dr. Huey P. Newton
Foundation Inc. collection, M0864. Dept. of Special Collections, Stanford University
Libraries, Stanford, Calif.
———. “Curriculum Design (1976-1977) 4 of 4,” n.d. Box 17, Folder 5. Dr. Huey P. Newton
Foundation Inc. collection, M0864. Dept. of Special Collections, Stanford University
Libraries, Stanford, Calif.
———. “Invoice for Oakland Comm. School1982,” n.d. Box 29, Folder 15. Dr. Huey P. Newton
Foundation Inc. collection, M0864. Dept. of Special Collections, Stanford University
Libraries, Stanford, Calif.

265

Clio. “Oakland Community School,” April 19, 2017. https://theclio.com/web/entry?id=37110.
———. “[Oakland Community School Instructor Handbook] 1976,” 1976. Box 17, Folder 1. Dr.
Huey P. Newton Foundation Inc. collection, M0864. Dept. of Special Collections,
Stanford University Libraries, Stanford, Calif.
———. “Oakland Community School Invoices (Various)1982,” n.d. Box 29, Folder 16. Dr.
Huey P. Newton Foundation Inc. collection, M0864. Dept. of Special Collections,
Stanford University Libraries, Stanford, Calif.
———. “Oakland Community School-Instructor Handbook-Huey P. Newton 1978-79,” 79
1978. Box 17, Folder 2. Dr. Huey P. Newton Foundation Inc. collection, M0864. Dept. of
Special Collections, Stanford University Libraries, Stanford, Calif.
“Oakland Community School and Bedford-Stuyvesant’s Head Start Center Undated,” n.d. Box
82, Folder 14. Asa G. Hilliard, III papers. Archives Research Center. Robert W.
Woodruff Library at Atlanta University Center. Accessed July 17, 2018.
“Oakland Community School Brochure,” 1978 1977. Box 16, Folder 2. Dr. Huey P. Newton
Foundation Inc. collection, M0864. Dept. of Special Collections, Stanford University
Libraries, Stanford, Calif.
“Oakland Community School--A Model in Action (Part 1).” The Black Panther. December 3,
1977. http://solomon.bltc.alexanderstreet.com.ezproxy.gc.cuny.edu.
“Oakland Community School--A Model in Action (Part 2).” The Black Panther. December 10,
1977. http://solomon.bltc.alexanderstreet.com.ezproxy.gc.cuny.edu.
“Oakland Community School--A Model in Action (Part 3).” The Black Panther. December 17,
1977. http://solomon.bltc.alexanderstreet.com.ezproxy.gc.cuny.edu.
“Oakland Community School-A Model in Action (Part 5).” The Black Panther. January 21,
1978. http://solomon.bltc.alexanderstreet.com.ezproxy.gc.cuny.edu.
“Oakland School Strike Averted.” Daily Independent Journal. October 16, 1973.
http://www.newspapers.com/image/70583834/?terms=Oakland%2Bstrike.
“Oakland School Strike Averted --Black Panther Party Negotiates ‘Model’ Pact.” The Black
Panther. October 27, 1973. http://solomon.bltc.alexanderstreet.com.ezproxy.gc.cuny.edu.
“Objectives for 1969-1970 Program.” New Directions. August 1969, Volume 4, Number 7
edition. Oakland Unified School District newsletter collection, MS 199. African
American Museum & Library at Oakland, Oakland Public Library, Oakland, California.
O’Connor, Barbara. “Black Separatism in Contemporary America: Evolution of an Ideology.”
ProQuest Dissertations Publishing, 1976.
http://search.proquest.com/docview/1658134546/.
“October 1966 Black Panther Party Platform and Program: What We Want, What We Believe.”
The Black Panther. August 2, 1969.
http://solomon.bltc.alexanderstreet.com.ezproxy.gc.cuny.edu.
“Office of Human Relations State Objectives for 1969-1970 School Term.” New Directions.
August 1969, Volume 4, Number 7 edition. Oakland Unified School District newsletter
collection, MS 199. African American Museum & Library at Oakland, Oakland Public
Library, Oakland, California.
Ohanian, Susan. One Size Fits Few: The Folly of Educational Standards. Portsmouth, NH:
Heinemann, 1999.
“Op-Ed | Berkeley Students Must Support Oakland Teachers’ Strike.” Accessed March 3, 2019.
http://www.dailycal.org/2019/02/22/berkeley-students-must-support-oakland-teachersstrike/.

266

Orenstein, Natalie. “Berkeley Unified Closes Its Only Charter School.” Berkeleyside (blog), June
13, 2019. https://www.berkeleyside.com/2019/06/13/berkeley-unified-closes-its-onlycharter-school.
...“...Our Hope Is Placed on You.” The Black Panther. March 27, 1971.
http://solomon.bltc.alexanderstreet.com.ezproxy.gc.cuny.edu.
Page, Stanley W. “Lenin and Self-Determination.” The Slavonic and East European Review 28,
no. 71 (1950): 342–58. https://www.jstor.org/stable/4204138.
Paris, Django. “Culturally Sustaining Pedagogy.” Educational Researcher 41, no. 3 (2012): 93–
97. https://doi.org/10.3102/0013189X12441244.
———. Language across Difference: Ethnicity, Communication, and Youth Identities in
Changing Urban Schools. Cambridge, UK ; New York: Cambridge University Press,
2011.
Paris, Django, and H. Samy Alim. “What Are We Seeking to Sustain through Culturally
Sustaining Pedagogy? A Loving Critique Forward.” Harvard Educational Review 84, no.
1 (2014): 85–100. https://doi.org/10.17763/haer.84.1.982l873k2ht16m77.
Payne, Charles M., Charles E. Cobb, and Carol Sills Strickland. “‘The World Is a Child’s
Classroom’: An Analysis of the Black Panther Party’s Oakland Community School.”
Teach Freedom: Education for Liberation in the African-American Tradition. Maxine
Greene Collection. New York: Teachers College Press, 2008.
Payne, Charles M., and Inc ebrary,. I’ve Got the Light of Freedom: The Organizing Tradition
and the Mississippi Freedom Struggle. Berkeley ; London: University of California Press,
2007. http://site.ebrary.com/lib/baruch/Doc?id=10533555.
Peck, Craig. “‘Educate to Liberate’: The Black Panther Party and Political Education.” ProQuest
Dissertations Publishing, 2001.
Perlstein, Daniel. “Minds Stayed on Freedom: Politics and Pedagogy in the African-American
Freedom Struggle.” American Educational Research Journal 39, no. 2 (Summer 2002):
249.
———. “Teaching Freedom: SNCC and the Creation of the Mississippi Freedom Schools.”
History of Education Quarterly 30, no. 3 (1990): 297–324.
Perlstein, Daniel H. Justice, Justice: School Politics and the Eclipse of Liberalism. History of
Schools and Schooling ; v. 40. New York: PLang, 2004.
Phillips, D. C. Postpositivism and Educational Research. Philosophy, Theory, and Educational
Research. Lanham, Md.: Rowman & Littlefield Publishers, 2000.
Phillips, Mary. “The Feminist Leadership of Ericka Huggins in the Black Panther Party.” Black
Diaspora Review 4, no. 1 (2014): 187–218.
https://scholarworks.iu.edu/journals/index.php/bdr/article/view/4241.
Phillips, Stuart, S. (Supt.). “ESEA Proves Effective.” New Directions. September 1966, Volume
2, Number 1 edition. Oakland Unified School District newsletter collection, MS 199.
African American Museum & Library at Oakland, Oakland Public Library, Oakland,
California.
Pinar, William. Understanding Curriculum: An Introduction to the Study of Historical and
Contemporary Curriculum Discourses. Lincoln Center Institute Collection. New York:
PLang, 2008.
———. What Is Curriculum Theory? Studies in Curriculum Theory. Mahwah, N.J.: LErlbaum
Associates, Lawrence Erlbaum, 2004.
Pinar, William F. “Curriculum Theory,” 267–270, 2010.

267

———. “The Synoptic Text Today.” JCT; Rochester 20, no. 1 (Spring 2004): 7–22.
Podair, Jerald E. The Strike That Changed New York: Blacks, Whites, and the Ocean HillBrownsville Crisis. New Haven: Yale University Press, 2002.
Porter, Ronald K. “CHAPTER THIRTY-FOUR: A Rainbow in Black: The Gay Politics of the
Black Panther Party.” Counterpoints 367 (2012): 364–75.
http://www.jstor.org/stable/42981419.
“Preschool Program in Oakland Selected As Outstanding.” New Directions. August 1969,
Volume 4, Number 7 edition. Oakland Unified School District newsletter collection, MS
199. African American Museum & Library at Oakland, Oakland Public Library, Oakland,
California.
Pring, Richard. Philosophy of Educational Research. Bloomsbury Publishing, 2010.
“Puppets Used to Teach Cultural Contribution.” New Directions. May 1969, Volume 4, Number
2 edition. Oakland Unified School District newsletter collection, MS 199. African
American Museum & Library at Oakland, Oakland Public Library, Oakland, California.
R. Scott Baker, eds. Dionne Danns, Michelle A. Purdy, Christopher M. Span. “African American
Education in the Age of Accountability, 1975-2005.” In Using Past as Prologue:
Contemporary Perspectives on African American Educational History, 275–306.
Charlotte, NC: Information Age Press, 2015.
“Reading Workshop for Instructional Aides.” New Directions. May 1969, Volume 4, Number 2
edition. Oakland Unified School District newsletter collection, MS 199. African
American Museum & Library at Oakland, Oakland Public Library, Oakland, California.
Realm Charter School. “Realm Charter School - Tuition-Free Public Charter High School and
Middle School, Berkeley CA.” Accessed November 17, 2019.
https://realmcharterschool.org/.
Reid-Pharr, Robert F. Archives of Flesh: African America, Spain, and Post-Humanist Critique.
NYU Press, 2016. https://muse.jhu.edu/book/56449.
Reiterman, Tim. “Newton Supporter Held--Won’t Answer Car Queries.” The San Francisco
Examiner, October 29, 1977.
“Restricted,” 1970 1969. Box 1, Folder 11. Black Panther Party--Harlem Branch Files.
“Restricted,” 1970 1969. Box 1, Folder 12. Black Panther Party--Harlem Branch Files.
Rickford, Russell John. We Are an African People: Independent Education, Black Power, and
the Radical Imagination. Oxford ; New York: Oxford University Press, 2016.
Roberto, Pat. “The Black Panthers’ School.” Minneapolis Tribune, March 8, 1978.
Robinson, Cedric J. Black Marxism: The Making of the Black Radical Tradition. Chapel Hill,
N.C., Chapel Hill, NC: University of North Carolina Press, 2000.
Robinson, Robert P. “A New Diagnosis: Rethinking Normativity.” In Key Concepts in
Curriculum Studies: Perspectives on the Fundamentals, 151–52. New York, NY:
Routledge, 2020.
Robinson, Robert P. “Until the Revolution: Analyzing the Politics, Pedagogy, and Curriculum of
the Oakland Community School.” Espacio, Tiempo y Educación 7, no. 1 (January 4,
2020): 181–203. https://doi.org/10.14516/ete.273.
Robnett, Belinda. How Long? How Long?: African-American Women in the Struggle for Civil
Rights. New York: Oxford University Press, 1997.
Rogers, Ibram. “Remembering the Black Campus Movement: An Oral History Interview with
James P. Garrett.(Interview).” Journal of Pan African Studies 2, no. 10 (2009): 30.

268

Rooks, Noliwe M. White Money/Black Power: The Surprising History of African American
Studies and the Crisis of Race and Higher Education. Boston: Beacon Press, 2006.
“San Jose Liberation School.” The Black Panther. August 9, 1969.
http://solomon.bltc.alexanderstreet.com.ezproxy.gc.cuny.edu.
Scheurich, James Joseph, Linda Skrla, and Joseph F. Johnson. “Thinking Carefully about Equity
and Accountability.” Phi Delta Kappan 82, no. 4 (December 2000): 293–99.
https://doi.org/10.1177/003172170008200411.
“School Faculties Initiate Human Relations Programs.” Urban Education. November 1969,
Volume 1, Number 1 edition. Oakland Unified School District newsletter collection, MS
199. African American Museum & Library at Oakland, Oakland Public Library, Oakland,
California.
Self, Robert O. American Babylon Race and the Struggle for Postwar Oakland. Politics and
Society in Twentieth-Century America. Princeton, N.J.: Princeton University Press, 2003.
Shannon, Joel. “Oakland Teacher Strike: Tentative Agreement Reached, Union Says,” March 1,
2019. https://www.usatoday.com/story/news/education/2019/03/01/oakland-teacherstrike-tentative-agreement-reached-union-says/3033892002/.
Siddle Walker, Vanessa. Their Highest Potential: An African American School Community in the
Segregated South. Chapel Hill: University of North Carolina Press, 1996.
Slater, Jack. “He Just Smiles More: Huey Still Fighting System.” The Times Herald. August 31,
1977.
Sleeter, Christine. “An Agenda to Strengthen Culturally Responsive Pedagogy.” English
Teaching 10, no. 2 (July 2011): n/a.
http://search.proquest.com.ezproxy.gc.cuny.edu/education/docview/926187947/abstract/9
5BD15064CAC4AE0PQ/1.
Spencer, John P. “Beyond Community Control:” In In the Crossfire, 185–226. Marcus Foster
and the Troubled History of American School Reform. University of Pennsylvania Press,
2012. http://www.jstor.org.ezproxy.gc.cuny.edu/stable/j.ctt3fhhjj.8.
———. In the Crossfire - Marcus Foster and the Troubled History of American School Reform.
University of Pennsylvania Press, Inc, 16.
Spencer, Robyn C. The Revolution Has Come: Black Power, Gender, and the Black Panther
Party in Oakland, 2016.
Spring, Joel H. Economization of Education: Human Capital, Global Corporations, Skills-Based
Schooling, 2015.
“Staff Evaluates Volunteer Summer School Held at Garfield.” New Directions. August 1969,
Volume 4, Number 7 edition. Oakland Unified School District newsletter collection, MS
199. African American Museum & Library at Oakland, Oakland Public Library, Oakland,
California.
Stevenson, David L., and David P. Baker. “The Family-School Relation and the Child’s School
Performance.” Child Development 58, no. 5 (1987): 1348–57.
https://doi.org/10.2307/1130626.
“Talented Tenth :: W E B Du Bois . Org.” Accessed November 29, 2019.
http://www.webdubois.org/dbTalentedTenth.html.
Taylor, Clarence. Reds at the Blackboard: Communism, Civil Rights, and the New York City
Teachers Union. New York: Columbia University Press, 2011.
“Teachers Complete Mult-Ethnic Course.” Urban Education. December 1970, Volume 2,
Number 2 edition. Oakland Unified School District newsletter collection, MS 199.

269

African American Museum & Library at Oakland, Oakland Public Library, Oakland,
California.
“The Official Website of Dr. Maulana Karenga.” Accessed December 13, 2016.
http://maulanakarenga.org/.
“The Official Website of Dr. Maulana Karenga.” Accessed December 13, 2016.
http://maulanakarenga.org/.
Third World Liberation Front. “Third World Liberation Front’s Position on the Faculty’s ‘Task
Force.’” San Francisco State College. Black Studies. Black Student Union, 1968. SF
State Strike Collection, Box 32, folder 260, Item 8. University Archives, J. Paul Leonard
Library, San Francisco State University. http://digitalcollections.library.sfsu.edu/digital/collection/p16737coll7/id/432/rec/1.
Times, Earl Caldwell Special to The New York. “Oakland Murder Baffles Police.” The New
York Times, November 25, 1973, sec. Archives.
“To Enrich Their Lives.” New Directions. October 1967, Volume 3, Number 1 edition. Oakland
Unified School District newsletter collection, MS 199. African American Museum &
Library at Oakland, Oakland Public Library, Oakland, California.
Tyack, David B. The One Best System: A History of American Urban Education. Maxine Greene
Collection (c.2). Cambridge, Mass.: Harvard University Press, 1974.
Tyson, Timothy B. Radio Free Dixie: Robert F. Williams and the Roots of Black Power. Chapel
Hill: University of North Carolina Press, 1999.
Val Douglass. “The Youth Make the Revolution.” The Black Panther. August 2, 1969.
http://solomon.bltc.alexanderstreet.com.ezproxy.gc.cuny.edu.
Van Deburg, William L. New Day in Babylon: The Black Power Movement and American
Culture, 1965-1975. Chicago: University of Chicago Press, 1992.
Vinovskis, Maris. From a Nation at Risk to No Child Left Behind: National Education Goals and
the Creation of Federal Education Policy. New York: Teachers College Press, 2008.
“Violence Council Topic.” Oakland Tribune. March 31, 1973.
Walker, David. “David Walker, 1785-1830. Walker’s Appeal, in Four Articles.” Documenting
the American South, 2001 1830. https://docsouth.unc.edu/nc/walker/walker.html.
———. Walker’s Appeal, in Four Articles; Together with a Preamble, to the Coloured Citizens
of the World, but in Particular, and Very Expressly, to Those of the United States of
America,. 3d and last ed., with additional notes, corrections, c.. ed. Boston: DWalker,
1830.
Washington, Booker T. The Successful Training of the Negro. New York, 1903.
Washington, Booker T, and Louis R Harlan. The Booker T. Washington Papers. Vol. 3, Vol. 3,.
Urbana: University of Illinois Press, 1974.
Watkins, William H. “Black Curriculum Orientations: A Preliminary Inquiry.” Harvard
Educational Review 63, no. 3 (1993): 321–38.
https://doi.org/10.17763/haer.63.3.26k2433r77v631k2.
Webster, William. “On the SPOT.” Urban Education. December 1969, Volume 1, Number 2
edition. Oakland Unified School District newsletter collection, MS 199. African
American Museum & Library at Oakland, Oakland Public Library, Oakland, California.
“What’s Happening!” Urban Education. November 1969, Volume 1, Number 1 edition. Oakland
Unified School District newsletter collection, MS 199. African American Museum &
Library at Oakland, Oakland Public Library, Oakland, California.

270

White, E. Frances. “Africa on My Mind: Gender, Counter Discourse and African-American
Nationalism.” Journal of Women’s History 2, no. 1 (1990): 73–97.
https://doi.org/10.1353/jowh.2010.0246.
Clinton Digital Library. “White House Office of Records Management and Alpha Project,
‘294603 [Folder 8] [Elementary and Secondary Education Act].’” Digital Archive,
February 22, 1999. https://clinton.presidentiallibraries.us/items/show/49908.
Realm Charter School. “Why Project-Based Learning?” Accessed November 17, 2019.
https://realmcharterschool.org/why-project-based-learning/.
“Will Police Patrol Oakland Schools?” The Black Panther. October 13, 1973.
http://solomon.bltc.alexanderstreet.com.ezproxy.gc.cuny.edu.
Williams, Rhonda Y. Concrete Demands: The Search for Black Power in the 20th Century. New
York, NY: Routledge, Taylor & Francis Group, 2015.
Williamson, Joy Ann. “Chapter Six: Community Control with a Black Nationalist Twist: The
Black Panther Party’s Educational Programs.” Counterpoints 237 (2005): 137–57.
http://www.jstor.org/stable/42978678.
Williamson-Lott, Joy Ann, Linda Darling-Hammond, and Maria E. Hyler. “From the ‘New
Negro’ to Civil Rights: African American Education, 1919–1945.” The Oxford Handbook
of African American Citizenship, 1865-Present, May 1, 2012.
https://doi.org/10.1093/oxfordhb/9780195188059.013.0026.
“Willow Manor Students Take Train Excursion.” New Directions. August 1969, Volume 4,
Number 7 edition. Oakland Unified School District newsletter collection, MS 199.
African American Museum & Library at Oakland, Oakland Public Library, Oakland,
California.
Wong, Casey. “The Pedagogy and Education of the Black Panther Party: Confronting
Reproduction of Social and Cultural Inequality.” New York University: Steinhardt, 2012.
“Work of Instructional Aides Cover Many Educational Facets.” Urban Education. December
1969, Volume 1, Number 2 edition. Oakland Unified School District newsletter
collection, MS 199. African American Museum & Library at Oakland, Oakland Public
Library, Oakland, California.
X, Malcolm. Malcolm X Speaks Selected Speeches and Statements. [1st ed.].. Black Thought and
Culture. New York, New York,: Merit Publishers, Pathfinder Press, Grove Press, 1965.
http://www.aspresolver.com/aspresolver.asp?BLTC;S8117.
———. The Ballot or the Bullet., 1965.
Young, Cynthia Ann. Soul Power: Culture, Radicalism, and the Making of a U.S. Third World
Left. Durham, NC, Durham: Duke University Press, 2006.
“Youth Held in Stab Death at Tech High.” Oakland Tribune. March 20, 1973.

271

